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The intent of this study was to identify the features of local dual credit programs
that promote high achievement and sustained enrollment. Ancillary outcomes of the
study were to identify strengths and weaknesses of the programs as well as develop
recommendations for the development and implementation of future dual credit programs
in the area. The dual credit programs studied were offered by two secondary schools in
conjunction with the local community and technical college. Information regarding the
programs was collected via interviews from individuals at the secondary and
postsecondary level who had substantial knowledge of the programs.
Overriding themes that emerged as a result of this study were the need to
designate a single dual credit coordinator at both the college and the high schools to
improve communication, the desire to increase participation in the existing programs
while expanding the program to area schools that do not already participate in dual credit,
and the need to maintain the quality and academic rigor of the courses.

vi

Introduction
Dual credit courses enable high school students to acquire college credit while
still enrolled in secondary school. These programs aim to provide a smooth transition
between secondary and postsecondary education and are credited with rendering a
rigorous curriculum to high school juniors and seniors that Adelman (1999) suggests is
the best predictor of future degree attainment.
Research also indicates that there is a strong correlation between education and
wage earning ability (Southern Regional Education Board [SREB], 2009).
Unfortunately, per capita income in Kentucky is only 82.1% of the national average, and
bachelor degree attainment rates in Kentucky lag far behind most other states (Kentucky
Chamber of Commerce, Task Force on Postsecondary Education, 2007). In an effort to
improve the standard of living and quality of life of residents in Kentucky, policymakers
and educational leaders have increasingly turned to dual credit education as a means of
improving the transition from high school to college and increasing postsecondary
retention and graduation rates.
Research Problem
In an effort to increase the number of students pursuing postsecondary education
and thereby improve the quality of life for Kentuckians, the Kentucky Council on
Postsecondary Education (KCPE) abolished the restrictive participation criteria it had
established for dual enrollment programs in the state and granted the local school districts
and postsecondary institutions the opportunity to develop their own articulation
agreements regarding dual enrollment. While this policy change in 2000 by the KCPE
has resulted in a marked increase in the number of students participating in dual credit
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courses, a multi-year study conducted by the KCPE indicates dual credit programs did
not substantially increase matriculation or retention rates (KCPE, 2006a).
Locally, wide variations exist in the dual credit programs that postsecondary
institutions have developed with local school systems. For example, the Elizabethtown
Community & Technical College (ECTC) alone had 3 different memoranda of agreement
for dual credit with local school districts during the 2007-2008 school year. These
agreements differed with regard to admission processes for students, costs associated for
dual credit courses, and even measures of academic progress (ECTC, 2009).
While these variations may suit the individual needs of the local districts, the lack
of regulation and uniformity of dual credit programs raises serious concerns about the
quality, access, and funding of these programs and calls into question whether or not
locally designed dual enrollment programs can adequately prepare students to
successfully transition to postsecondary education.
Research Purpose
In an effort to improve future local dual credit programs, research was conducted
to identify the aspects of current area dual credit programs that promote student
participation and improve student achievement.
Research Question
In examining area dual credit programs, this research project addressed the
following research questions from the perspective of secondary and postsecondary
program managers and dual credit instructors who have participated in the local dual
credit programs.
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1. What are the features of the dual credit programs operated by the local
community and technical college in conjunction with area school districts that
support sustained enrollment and high achievement for students?
a. What are the strengths of the local dual credit programs?
b. What are the barriers that have been encountered in the dual credit
programs?
c. What are the recommendations for the development and
implementation of future dual credit programs in the area?
Significance of the Study
Kirst (2001) identifies disjunctions between secondary schools and postsecondary
institutions as a major reason why seniors are not adequately prepared for the rigors of
college level coursework. Examination of local dual credit programs provides valuable
insight to educators who seek to strengthen the bonds between secondary and
postsecondary education.
By identifying the particular strengths among the area dual credit programs, a
model for future dual enrollment programs can be developed that will enable local
districts and postsecondary institutions to serve the needs of students better by increasing
student participation and achievement. By creating superior dual credit programs, area
secondary and postsecondary schools should expect to increase matriculation and
persistence rates.
Limitations
Given the relatively narrow focus of this project on the dual enrollment programs
of a single community college with two local secondary schools, the intent of this study
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was to provide relevant information to those who might be directly involved in the study
or to those who might benefit from creating a dual enrollment program with the
community college. Any extrapolation to another context is completely dependent upon
the similarities between the two contexts.
Definition of Terms
The terms used within this study are defined as follows:
Academic courses: Courses recognized for credit toward fulfillment of the
graduation requirements for a college bachelor’s degree (Calhoun & Finch, 1976).
Accelerated learning programs: Educational programs that allow high school
students, usually juniors or seniors, to take college courses for credit while still in high
school (Shaughnessy, 2009).
Advanced Placement (AP): A national accelerated learning program typically
offered to seniors by a secondary school teacher who has received special training to
teach the course. In order to receive college credit for AP courses, students must take an
end of course exam that is administered by the College Board, a private firm that owns
the Advanced Placement program. Acceptable scores for the granting of credit vary
based upon state legislation and postsecondary policies (Western Interstate Commission
for Higher Education [WICHE], 2006).
Articulation: Methods for granting or waiving of college credit for competencies
and/or skills obtained outside of the traditional college classroom to ease the transition
from secondary to postsecondary education. Examples of articulation might include but
are not limited to dual credit course, concurrent enrollment, AP, International
Baccalaureate (IB), Tech Prep, and Middle College (Lyon, Longnion, & Cougot, 1997).
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Career academy: Small learning communities where students meet with the same
teachers over a 2- to 4- year period. Career academies offer a college preparatory
curriculum geared toward a specific career such as business and finance. Career
academies develop partnerships with area employers to expose students to the real-life
application of learned material via mentoring, service learning, and career internships
(Stern, Dayton, Raby, Lenz, & Tidyman, 2000).
Career and technical education (CTE): CTE instruction aims to develop
foundational skills, core workplace competencies, and specific skill sets in various
occupational areas. Internships, practica, cooperative education, school-based
enterprises, dual enrollment programs, and apprenticeships are a few of the modes of
delivery by which career and technical education provide meaningful opportunities for
learners to apply their academic and technical skills (Scott & Sarkees-Wircenski, 2004).
Concurrent enrollment, dual credit, and dual enrollment: For purposes of
simplicity and clarity of understanding, the standard definition of dual and concurrent
enrollment as adopted by the Education Commission of the States will be utilized to refer
to all dual credit, dual enrollment, and concurrent enrollment programs throughout this
project. According to the Education Commission of the States (ECS) (2001), “Dual or
concurrent enrollment is defined as a high school student enrolled in a postsecondary
institution while still in high school” (p. 4). This all-encompassing definition includes
postsecondary courses taught to high school students in both the secondary setting and
the postsecondary setting, as well as online through distance learning or virtual schools.
In addition, dual credit courses taught as a portion of a Tech Prep program or CTE
program also fall under this definition. IB courses AP courses and are not included under
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this definition as students in IB and AP programs earn college credit based upon
examinations versus satisfactory course completion (ECS, 2001).
Distance learning: A formal educational process whereby the majority of the
instruction in a course occurs when students and instructors are isolated from one another
by distance and possibly time. Instruction may be synchronous or asynchronous.
Distance education courses utilize various methods for the transmission of information
such as the Internet, closed-circuit television, fiber optics, satellite links, or wireless
communication devices (Southern Association of Colleges and Schools, Commission on
Colleges, 2009).
High achievement: For purposes of the current project, high achievement will be
defined as the completion of a dual credit course with an A or B average.
International Baccalaureate (IB): An accelerated learning program where high
school juniors and seniors take a standardized rigorous curriculum. At the conclusion of
each course, a test is administered by the International Baccalaureate Organization (IBO)
and scored on a scale from 1 to 7. Most universities recognize a score of 4 or above for
college credit; however, the granting of credit varies based upon state legislation and
postsecondary policies (WICHE, 2006).
Kentucky Council on Postsecondary Education: The state agency in the
Commonwealth of Kentucky with statutory responsibility to set and coordinate state
policy for higher education (KCPE, 2009).
Non-academic courses: Courses that count for college credit but do not count
toward the graduation requirements of a college bachelor’s degree (Shaughnessy, 2009).
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Sustained enrollment: For purposes of the current project, sustained enrollment
will be defined as dual credit courses that have demonstrated a steady or improving rate
of participation over the last 3 to 4 years.
Tech Prep/Middle College: Tech Prep was created as a result of the passage of
the Tech Prep Education Act, Title II of the Carl D. Perkins Vocational and Technical
Education Act of 1984. Although the program is federally funded, states allocate
resources to local programs that provide the education and training required to meet the
needs of the local workforce. Tech Prep was developed in order to provide students with
the academic and technical skills required for successful employment in a highly skilled
workforce. A sequential program of study attempts to provide students with a seamless
transition into postsecondary education and employment through academic courses and
technical training. The majority of Tech Prep programs lead to either an associate’s
degree or a postsecondary certification in a technical field (Bragg, Kirby, & Zhu, 2006).
As an offshoot of Tech Prep, Middle College High Schools developed on college
campuses in order to assist at-risk students to complete high school and earn college
credit. Students in the program are provided a wide range of counseling and advising
services in addition to receiving individualized attention and small group instruction
(What Works Clearinghouse, 2009).
Virtual school: A method of instructional delivery that takes place through online
means. According to the counselor at Fort Knox High School, virtual schools are
typically accredited institutions that teach a course of instruction designed to lead to a
diploma or degree (S. Curley, personal communication, October 13, 2009).

Literature Review
Introduction
The National Center for Public Policy and Higher Education (2008) conducted a
statistical analysis of data provided by the American Community Survey (ACS) to create
report cards for higher education at both the state and national level. Analysis of these
data revealed a high degree of correlation between national trends and trends in
Kentucky. The national on-time graduation rate for high school students has decreased
over the last 20 years to just 77.5%. The percentage of 18- to 24-year-olds enrolled for
college has only increased modestly over the last 10 years to just 34%. In addition,
college completion/retention rates have also shown only a modest increase to 18%.
Currently, a high school freshman has only a 42% chance of enrolling in college by the
age of 19.
A report by the Kentucky Chamber of Commerce, Task Force on Postsecondary
Education (2007) regarding education in Kentucky echoed many of the trends found in
the preceding national study and revealed that Kentucky lags far behind other states in
terms of bachelor degree attainment. The task force, utilizing statistics from ACS, found
that only 65% of ninth graders in Kentucky will graduate from high school, and only 12%
will graduate from college within 6 years. As of 2004, Kentucky ranked 24th out 50
states with 21.5 associate degrees awarded within 3 years per 100 high school graduates.
Unfortunately, Kentucky was 41st out of 50 states with only 42.3 bachelor degrees
awarded within 6 years per 100 students. As of 2005, 21.1% of Kentuckians between the
ages of 25-64 held a bachelor’s degree, compared to the national average of 29.2%.
According to data collected from the National Center for Education Statistics by the
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SREB (2009), the average adult in the United States with a bachelor’s degree in 2007
earned $59,400 versus $41,400 for a person with an associate’s degree or $33,600 for a
person with a high school diploma or GED. Per capita income in Kentucky in 2005 was
determined to be only 82.1% of the national average (Kentucky Chamber of Commerce,
Task Force on Postsecondary Education, 2007).
In addition to the economic advantage of postsecondary education, Watts (2001)
identifies several other benefits of higher education related to quality of life issues such
as improved health and civic involvement, as well as benefits to the Commonwealth of
Kentucky from increased tax revenues and decreased public program participation and
criminal involvement. Utilizing multivariate probit models and regression models on
surveys, Watts determined that the total lifetime social benefits of each Kentuckian with a
bachelor’s degree or more in 2000 versus a high school diploma amounted to $126,126
for a man and $96,823 for a woman.
In an effort to improve the quality of life and standard of living of the residents of
the Commonwealth to a level greater than that of the national average by 2020, the
Kentucky General Assembly passed the Postsecondary Education Improvement Act of
1997 in a special session of the Assembly. Major thrusts of the legislation as they relate
to the scope of this project aim at providing a seamless and adequately funded system of
postsecondary education, creating an integrated community and technical college system,
and delineating the duties for the KCPE in order to achieve the 2020 goal (KCPE, 2009;
Kentucky Postsecondary Education Act of 1997, 1997). In order to improve
postsecondary enrollment, persistence, and degree completion, the KCPE and the
Kentucky Board of Education created the Kentucky P-16 Council. Major goals of the P-
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16 Council include the alignment of secondary and postsecondary competency standards
as well as the elimination of barriers that would impede student efforts toward degree
completion (Kentucky P-16 Council, 2009). Based upon 2005 projections by the
Kentucky P-16 Council, Kentucky will fall short of the 2020 goal of 791,000 residents
with bachelor’s degrees by 211,000 (Kentucky P-16 Council, 2005).
In order to meet the needs of the students in Kentucky, policy makers and
educational leaders have begun to investigate a wide range of options aimed at improving
the transition from high school to college and increasing college retention rates, thereby
improving the standard of living and quality of life for Kentuckians. One such effort was
the Kentucky Education Forum sponsored by the League for Innovation in the
Community College and the SREB. The goals of the meeting were to decrease
postsecondary remediation, increase postsecondary enrollment and persistence, increase
achievement at both the secondary and postsecondary levels, increase postsecondary
completion rates, and improve employment prospects for Kentuckians. The efforts of
Kentucky to improve postsecondary access via AP, dual credit, and Kentucky Virtual
School were commended. Some of the recommendations coming from this meeting that
relate to the scope of the current project and address many of the barriers that face
secondary students in Kentucky included the implementation of a rigorous collegepreparatory curriculum in high school, the preparation of seniors for transition into
college, the utilization of community and technical colleges to develop study pathways
for secondary students, the establishment of standards for dual credit within the state, the
development of opportunities for students to earn industry certifications while in dual
credit programs, the dissemination of information to parents and students about the rigors
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and benefits of a college education, and the improvement of high school graduation rates
(SREB, 2005).
Barriers to Secondary Students
According to Kirst (2001), 70% of high school students move directly into some
form of postsecondary education. Despite that high percentage, only 18% of high school
students will complete their degree within a 6-year time span (National Center for Public
Policy and Higher Education, 2008). In essence, over half of all high school seniors who
enroll directly into a 4-year college fail to earn a degree within the first 6 years after
graduating and an even higher percentage leave community colleges without a degree or
certificate (National Commission of the High School Senior Year, 2001a). Based upon
the final report of the National Commission of the High School Senior Year (2001b),
students in the 21st century will need at least 2 years of postsecondary education in order
to make ends meet.
In examining the relevant research related to improving postsecondary enrollment
and persistence, three overriding themes that emerge are to improve academic rigor and
relevance in the senior year of high school thereby avoiding the senior slump, to increase
enrollment and retention of underrepresented and underachieving students, and to
decrease the costs associated with postsecondary education. With regard to the
Commonwealth of Kentucky, specific recommendations for meeting these needs were
addressed at the Kentucky Education Forum in 2005 (SREB, 2005).
Senior Slump
According to a linear regression study of test scores, surveys, and college and
high school transcripts of a national cohort of 10th grade students from 1980 until 1993,
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Adelman (1999) examined the bachelor’s degree achievement rates of the cohort and
found that the single greatest predictor of a student’s academic persistence and degree
completion was dependent upon the academic rigor of the student’s secondary education.
Despite the implications of Adelman’s findings, Kirst (2001), in a report prepared for the
National Commission on the High School Senior Year, identified several disjunctions
between secondary schools and postsecondary institutions that result in a failure to
prepare seniors adequately for the rigors of college level coursework. Kirst found a lack
of coherence and sequencing between secondary and postsecondary institutions with
regard to curriculums and assessments that would adequately prepare and place students.
In addition, Kirst stated that the emphasis by high school counselors, college recruiters,
parents, and students in secondary schools is on college admissions rather than academic
preparation required for postsecondary education. Given the emphasis on admissions,
Kirst asserted that seniors do not have any incentives to take academically challenging
courses because most colleges require completion of the admissions process prior to the
completion of their senior year.
The results of two mix-method reports released by the National Commission on
the High School Senior Year support the observations of both Adelman and Kirst.
According to the Preliminary Report (2001a), one-third to one-half of high school seniors
are under-educated or mis-educated for either work or college, and the senior year
represents a lost opportunity for many students to catch up. Results of the Final Report
(2001b) indicate that in 1997 only 43% of seniors reported themselves to be in
academically challenging programs while 57% were enrolled in either general or
vocational education programs.
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In an effort to counteract the effects of the senior slump, Kirst (2001) makes a
number of recommendations aimed at reclaiming the senior year. Some of his
suggestions are that high schools should align their senior year courses with the general
education college level courses, should stress the importance of placement exams, and
should expand dual-enrollment courses to all seniors so that they may take college-level
courses. In addition, Kirst believes that statewide secondary assessments and college
placement exams should be aligned, college admissions policies should be revamped, and
states should create P-16 policies to monitor student progress and align curriculums from
preschool through college.
Similarly, the Final Report from the National Commission on the High School
Senior Year (2001b) recommends upgrading the number of academic courses required
for graduation as well as mandating academically challenging coursework during the
senior year, instituting a P-16 alignment of curriculum, raising achievement so that a
college preparatory curriculum is the default for everyone, and providing more rigorous
alternatives such as Advanced Placement, dual enrollment, and work studies in addition
to the regular curriculum.
Underrepresented and Underprepared Students
According to the Preliminary Report of the National Commission on the High
School Senior Year (2001a), white children will make up less than 50% of the school-age
population by the year 2040. Furthermore, the report verifies that graduation rates for
minority students and low-income students lag far behind the graduation rates for white
middle- and upper-income students. In addition, many of the students who do enroll for
college are completely unprepared; and therefore, require remedial courses to catch up.
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The National Commission estimates the costs of remediation by colleges to be between
$260 million to $1 billion annually.
As previously stated, Adelman (1999) determined that the single greatest
predictor of a student’s academic persistence and degree completion was dependent upon
the academic rigor of the student’s secondary education. In the same study, Adelman
concluded that a rigorous high school curriculum was a better predictor of academic
persistence and degree completion for African American and Hispanic students than any
other pre-college indicator.
In investigating the attitudes and experiences of low-income students who decide
to attend college versus those who do not, King (1996) conducted a survey of 900
seniors, 300 of whom reported family incomes below $20,000 annually. King concluded
that a rigorous high school curriculum for all students coupled with access to college
counseling were instrumental factors in the low-income student’s decision to attend
college. Results of the demographic information on the surveys revealed a high degree of
correlation between the low-income students and minorities. Over 60% of the students
who identified themselves as low-income were also minorities; conversely, nearly 70% of
all respondents who identified themselves as middle- or upper-income were white.
While studying underprepared students, Adelman (1999) determined that only
39% of college students who required remedial reading courses earned bachelor’s
degrees versus a 69% graduation rate for students who did not require any form of
remediation. Adelman’s findings would appear to be substantiated by the analysis of data
submitted by postsecondary institutions to the KCPE (2006b) in order to examine the
effects of Kentucky’s 2001 Mandatory Placement Policy on underprepared students.
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According to the data, 38.8% of underprepared students in 2002 in Kentucky dropped out
of college altogether after their first year versus 19.5% for adequately prepared students.
Analysis of the data also indicated a high degree of correlation between minority students
and lack of preparation for college level work. Of the students enrolling in 4-year
institutions in Kentucky in 2002, 77.5% of African American students required some
form of remediation versus 50.2% of white students.
Cost Deterrents
The final major barrier to secondary students enrolling and persisting in
postsecondary education as identified by the research is the cost associated with tuition
and other ancillary expenses. According to a statistical analysis of data provided by the
ACS, the National Center for Public Policy and Higher Education (2008) determined that
the costs of college tuition in the United States increased 439% from 1982 to 2006. By
comparison, median family income during the same period increased 147% and the
consumer price index increased only 106%. In essence, college tuition in 2006 was three
times more expensive than it was relative to median family income in 1982.
In comparing median family incomes versus the figures for 4-year public college
expenses for the 2007-2008 school year, the National Center for Public Policy and Higher
Education (2008) found that average college costs minus financial aid were equal to 55%
of the median income of families in the lowest quintile. Even in the middle-income
quintile, college costs minus financial aid accounted for 25% of family income. Costs for
2-year colleges were not much better. Annual expenses for 2-year colleges were
equivalent to 49% of the family income in the bottom quintile and 20% of the family
income of the middle quintile.
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Utilizing statistics from the National Center for Education Statistics, Ingles and
Dalton (2008) found that the rising cost of college tuition was an important aspect in
determining postsecondary aspirations. In 2004, 33% of male students and 38% of
female students indentified expenses as a very important factor in decisions regarding
postsecondary options. Also, as a result of the rapid growth of tuition relative to family
income, student borrowing has also increased dramatically. According to the National
Center for Public Policy and Higher Education (2008), the number of students receiving
federal Stafford loans has increased roughly 50% from the 1997-1998 school year to the
2006-2007 school year while amount of the loans has more than doubled from $41 billion
to $85 billion.
Issues related to tuition and financial aid were examined in a mixed methods
study regarding postsecondary affordability in Kentucky (JBL Associates, Inc., &
Educational Policy Institute, 2005). Although the study, utilizing surveys of high school
seniors and an analysis of financial aid and tuition costs, revealed that higher education in
Kentucky was reasonably affordable, students surveyed for the study confirmed the
findings of Ingles and Dalton (2008) by indicating that finances played a major role in
their postsecondary educational choices. In addition, gaps in relative affordability were
identified for African American, independent, and part-time students versus other
segments of the population. Subsequently, research also indicated that sharp increases in
tuition rates or decreases in financial aid once a student was enrolled in a postsecondary
institution would negatively impact student persistence rates.
Unfortunately, the correlation between tuition and persistence was confirmed
when a briefing report by the Commonwealth of Kentucky Auditor of Public Accounts
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(APA) (2007) indicated that tuition increases were having a negative impact on
undergraduate enrollment at both 2- and 4-year colleges in Kentucky. Utilizing
enrollment and tuition information for postsecondary institutions from 1998-2007, the
APA determined that the full time tuition rates at the Commonwealth’s eight universities
increased by an average of 66% from the 2002-2003 school year to the 2006-2007 school
year. During that time, the total full-time enrollment for 2- and 4-year colleges in
Kentucky has decreased by 900 students. According to the APA, tuition increases have
hindered the ability of Kentuckians to afford postsecondary education.
Figures presented by the SREB (2009) would appear to substantiate the assertions
of the APA. From 1998-2008 tuition at 4-year institutions increased 109% in Kentucky
versus 74% in SREB states and 48% nationally. A comparison of tuition costs for 2-year
institutions shows an even greater discrepancy. From 1998-2008, tuition at 2-year
institutions increased 142% in Kentucky versus 45% in SREB states and 28% nationally.
In 2008, Kentucky had a higher average tuition cost for 2-year institutions than any other
SREB state. In addition, average costs associated with 2-year colleges in Kentucky were
45% higher than the national average. As of 2008, the average cost of tuition in
Kentucky exceeded the national average by approximately $300 annually for a 4-year
institutions and $1,100 annually for 2-year colleges (SREB, 2009); yet per capita income
in Kentucky in 2005 was determined to be only 82.1% of the national average (Kentucky
Chamber of Commerce, Task Force on Postsecondary Education, 2007).
Articulation
Articulation is often used as a means to combat the major barriers to secondary
student enrollment and persistence. It is defined by the Kentucky Department of
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Education (KDE) (2007) as a process to ensure that both secondary and postsecondary
institutions work in tandem to promote a smooth transition to postsecondary education
without delays, academic redundancy, or loss of credit. According to Reese (2002),
articulated programs create a pathway of learning that eases student transition from
secondary to postsecondary education. Lyon et al. (1997) identify articulation as an
overarching term that can encompass a variety of programs including but not limited to
the following: AP, business or professional certifications, credit by exam, credit for work
experience, Tech Prep, and dual credit.
General Barriers
Although many of the limitations to articulation that exist are specific to particular
programs such as AP or Tech Prep, some broad barriers cut across most if not all
articulated programs. Given that many programs and states do not have set standards for
curriculum and instruction of articulated programs, Boswell (2001) identifies the quality
of the programs being offered in the high schools and the qualifications of secondary
educators to teach postsecondary level courses as major concerns. In addition, Boswell
cited the transferability of credit both to postsecondary institutions and from one
institution to another as a major problem with articulation.
Although Kentucky, in accordance with guidelines set forth by the Southern
Association of Colleges and Schools (SACS), does require that high school educators
who teach college level courses should have at least 18 graduate hours in the teaching
field and have a master’s degree, few statewide policies exist regarding the admission of
students into articulated programs or the common criteria required in order to earn credit
for articulated programs. In addition, postsecondary institutions are free to develop
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individual articulated programs with local school systems (SREB, 2005). As a case in
point, ECTC had three different memoranda of agreement for dual credit with local
secondary schools during the 2007-2008 school year. These agreements varied with
regard to admission processes, costs associated for dual credit courses, and measures of
academic progress (ECTC, 2009).
General Benefits
Lyon et al. (1997), as well as a report by Boswell (2001), identify numerous
benefits derived from articulation. First and foremost, articulation saves students time
and money. By eliminating academic redundancy between secondary and postsecondary
institutions, students are able to take fewer postsecondary courses in college (Boswell,
2001). Articulation decreases the amount of time and money students need to stay in
college and thereby increases persistence rates. Given that research by JBL Associates,
Inc. and the Educational Policy Institute (2005) indicated that sharp increases in tuition
rates once a student was enrolled in a postsecondary institution would negatively impact
student persistence rates, and given that tuition rates for Kentucky colleges have
increased at a rate far outpacing the national average from 1998-2008 (SREB, 2009), the
need for articulation in Kentucky becomes apparent. In addition, articulated options are
often less expensive than traditional college courses. For example, tuition for courses
taken through the Dual Credit Program at Western Kentucky University (2009) currently
costs $200 versus $867 in tuition for regular undergraduate courses. In addition, many
states pay or reimburse the costs associated with articulation such as AP or IB exams
(Kaye, 2006).
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Other benefits of articulation as identified by Boswell (2001) include greater
academic challenges to secondary students, improved communication and collaboration
between secondary and postsecondary institutions, improved student aspiration to attend
college, and a decreased need for remediation at the postsecondary level. As previously
stated, Adelman (1999) found that the single greatest predictor of persistence and degree
completion was dependent upon the academic rigor of the student’s secondary education.
Therefore, according to Adelman’s findings, articulation should improve persistence by
increasing the academic rigor in high schools. Boswell’s findings regarding the
postsecondary aspirations of students also appear to be aligned closely with King (1996)
who concluded that access to college counseling coupled with a rigorous high school
curriculum for all students were instrumental factors in a low-income student’s
aspirations to attend college. Finally, given that Adelman (1999) and the KCPE (2006b)
found that students who required postsecondary remediation were much more likely to
drop out than the general postsecondary population, a decrease in the need for college
remediation as a result of articulation should result in a decrease in the postsecondary
dropout rate. Thus, by removing many of the barriers to postsecondary enrollment and
persistence, articulation should result in an increase in degree attainment and subsequent
improvement in the quality of life.
Kentucky lawmakers believe so strongly in articulation as a means of improving
degree attainment and resulting improved the standard of living and quality of life for
Kentuckians that they have enacted legislation mandating the implementation of these
programs into all Kentucky schools. KRS 160.348 (2002) required every secondary
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school to offer a curriculum with AP, IB, dual enrollment, or dual credit courses through
on-site or online means by 2003-2004.
Articulated Options to Dual Credit/Dual Enrollment
As previously stated, articulation is an umbrella term that applies to many
programs that attempt to ensure that both secondary and postsecondary institutions work
in tandem to promote a smooth transition to postsecondary education without delays,
academic redundancy, or loss of credit (KDE, 2007). For the purposes of this project,
only those methods of articulation that are currently utilized in Kentucky will be
examined. Current articulated options to dual credit/dual enrollment include AP, IB,
Tech Prep, and career and technical education.
Advanced Placement
The College Board first offered AP exams in 1956 after assuming responsibility
for developing and administering a series of unnamed placement tests that were given by
12 universities to roughly 2,000 high school seniors and college freshmen. Exams were
scored as they are now by utilizing a comparative analysis of exam results to a previously
scored sample group. According to Hertberg-Davis, Callahan, and Kyburg (2006), AP
courses and examinations were initially designed for the top 5% of high school seniors.
In examining the benefits of AP courses, Adelman (1999) identified AP courses as a
strong predictor of bachelor degree attainment. According to a study conducted by
Andrews (2003) for the SREB regarding the progress of AP in SREB states, the AP
program attempts to eliminate academic redundancy between secondary and
postsecondary institutions and provides students with the opportunity to take advanced
courses earlier in their educational careers.
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Since the initial AP exams offered in 1956, the implementation of AP programs as
a means of articulation has grown dramatically in schools across the country (College
Board, 2009). In 2007, roughly 25% of the 2.8 million high school seniors in the United
States took an AP exam in 1 of 37 different areas with approximately 61% achieving a
score of 3 or better on the end of course exam that would enable them to earn college
credit or exemption from coursework based upon postsecondary institutional policies
regarding AP acceptance (College Board, 2008). The rapid growth of the AP Program
can be attributed to efforts aimed at increasing participation of all students in AP courses
and the influence or research such as Adelman’s (1999) on policymakers. The SREB
suggests that states should consider making AP courses available to all students in every
school (Kaye, 2006). Even the College Board in its Equity Policy Statement affirms that
all students who are willing to accept the demands of a rigorous college level curriculum
should be considered for placement in AP courses (College Board, 2002).
Unfortunately, the increase in numbers of students taking AP courses has not
resulted in a corresponding increase in the number of students scoring a 3 or higher on
the AP exam. According to Andrews (2003), the passing rates on AP exams tend to
decrease as more students take AP courses. For example, Kaye (2006) in an analysis of
data for the SREB regarding AP programs found that the percentage of Kentucky
students taking 1 or more AP exams increased from 11% to 17% from 2000 to 2005.
Unfortunately, the passing rate during the same period decreased from 55% to 47%. A
similar trend is evident nationally with passing rates decreasing from 63% in 2000 to
61% in 2005. Given that AP courses and examinations were initially designed for the top
5% of high school seniors (Hertberg-Davis et al., 2006), then it stands to reason that an
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increase in the number of students taking AP courses would result in a relative decrease
in the percentage of students scoring a 3 of better on the AP exam.
Additionally, gaps exist between minority participation and achievement rates in
the AP program. For example, African American students represented 14% of the
national class of 2007, yet only 3.3% of African American students from that cohort
scored a 3 or higher on the AP exam (College Board, 2008). Utilizing statistics from the
College Board, Hertberg-Davis et al. (2006) determined that the percentage of African
American students scoring a 3 or better on the AP exams actually decreased from 39% to
32% from 1997 to 2004 despite increases in minority participation rates during that time.
International Baccalaureate
The International Baccalaureate Organization (IBO) was founded in 1968. Based
in Geneva, Switzerland, the IBO was created in order to develop a uniform curriculum
and procedures for university enrollment for children of globally mobile parents. As of
2003, more than 800 schools worldwide participate in the International Baccalaureate
Programme. In the United States alone, more than 300 high schools participate in the IB
(Andrews, 2003). Despite the passage of KRS 160.348 (2002) that required every
secondary school to offer a curriculum with AP, IB, dual enrollment, or dual credit
courses through on-site or online means by 2003-2004, the KDE (2009a) currently
identifies only 5 schools in the Commonwealth as IB institutions. Hertberg-Davis et al.
(2006) suggest that this slow rate of growth is due to the fact that IB requires a school to
commit to a full course of study as opposed to the AP program that can be initiated with
select courses.
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The IB curriculum is a 2-year program that is divided into the six academic areas
of language, second language, individuals and societies, science, math and computer
science, and art. In addition, students are required to complete a theory of knowledge
course, a community service program, and a 4,000-word essay on a topic of student
interest. In order to earn an IB diploma, students must score a 4 out of 7 or better on each
subject area exam as well as complete the theory of knowledge course, the community
service project, and the essay in a satisfactory manner. In 2002, 81.8% of the students in
Kentucky who were eligible earned an IB diploma versus a national success rate of
77.9%. The admitting postsecondary institution determines the number of college credits
granted for an IB diploma. Students who do not earn an IB diploma may be granted
college credit for individual courses with approval by the admitting postsecondary
institution (Andrews, 2003). Most postsecondary institutions grant credit for scores of 4
or better on the end of course exams (Kaye, 2006).
In a mixed-method study that included interviews with 300 students and 200
teachers as well as observations in 23 different schools, Hertberg-Davis et al. (2006)
attempted to determine how students perceive and evaluate their learning experience in
the AP and IB programs and how teachers implement the curriculums in these programs.
The researchers found that minority students were underrepresented in IB programs, and
those minority students who did participate in IB tended to underperform on end of
course exams. Many minority students in the study pointed to a lack of requisite skills
such a time management and study skills as a barrier to success. In addition, these
students also indicated that they were unable to catch up when they fell behind due to the
fast pace of the program. According to an analysis of data collected for the Academic
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Pathways to Access and Student Success (APASS) project, IB programs are present in 49
states. Unfortunately, only 17 states indentified IB as a method of reaching underserved
students (Kim, 2006).
Tech Prep and Middle College
According to Bragg et al. (2006), Tech Prep was developed in order to provide
students with the academic and technical skills required for successful employment in a
highly skilled workforce. A sequential program of study attempts to provide students
with a seamless transition into postsecondary education and employment through
academic courses and technical training. The majority of Tech Prep programs lead to
either an associate’s degree or a postsecondary certification in a technical field.
Tech Prep was created as a result of the passage of the Tech Prep Education Act,
Title II of the Carl D. Perkins Vocational and Technical Education Act of 1984.
Although the program is federally funded, states allocate resources to local programs that
provide the education and training required to meet the needs of the local workforce
(Bragg et al., 2006). According to a study of state policies regarding accelerated learning
options conducted by WICHE (2006), 13 states currently have specific legislation related
to Tech Prep. Legislation on Tech Prep tends to be less comprehensive than policies on
other forms of advanced learning options. In Kentucky, a School-to-Careers System
oversees a wide variety of programs such as Tech Prep, School-to-Work, and High
Schools That Work. Matching funds are distributed to local Tech Prep initiatives through
the School-to-Careers Grant Program.
In 2002, over 45 states had adopted Tech Prep programs according to a survey
administered by the National Association of State Directors of Career Technical
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Education Consortium (2002). Utilizing statistics from a state survey administered by the
APASS project, Kim (2006) determined that all 50 states had developed Tech Prep
programs by 2006. In addition, 45 states indicated that the programs targeted
underserved students. Survey results also revealed that 12 states identified Tech Prep as
the primary means to promote college access and success.
According to an analysis of data submitted by the Illinois consortia of The Prep
programs, Bragg et al. (2006) determined that the implementation of the programs and an
emphasis on student participation in dual credit and dual enrollment resulted in an
increase in articulated credits from roughly 50% to 70% in a 3-year period from 2001 to
2003. In addition, college enrollment and persistence of Tech Prep students increased
modestly from 2001-2005. Unfortunately, the percentage of Tech Prep students who
required at least one remedial course in college was relatively consistent over all 5 years
of the study.
In addition to looking at student data, Bragg et al. (2006) also conducted surveys
of the consortium directors. In the surveys, the directors were asked to identify what they
perceived to be the major barriers to effective implementation of the program. The
directors identified the ability to find qualified instructors to teach the technical courses
in the high schools as the major impediment to implementation of Tech Prep. Other
major barriers included a lack of funding, a lack of understanding about Tech Prep, a lack
of acceptance of Tech Prep as a rigorous academic program, and the stereotype that Tech
Prep is for less socially and academically desirable students.
Kentucky currently operates 54 area technology centers that offer hands-on
training in business and graphic technologies, construction technology, health and human
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services, horticulture technology, manufacturing technology, and transportation
technology. Articulated credit is offered through the Kentucky Virtual School and area
community colleges in an effort to provide a seamless transition to postsecondary
education (Kentucky Tech Prep, 2009).
As an offshoot of Tech Prep, Middle College High Schools have developed on
college campuses in order to assist at-risk students to complete high school and earn
college credit. Students in the program are provided a wide range of counseling and
advising services in addition to receiving individualized attention and small group
instruction. (What Works Clearinghouse, 2009). As of 2006, 23 states offered Middle
College programs (Kim, 2006).
Currently, only a handful of Middle Colleges operate in the Commonwealth of
Kentucky. An example of the Middle College concept would be Commonwealth Middle
College, which officially opened on the campus of West Kentucky Community and
Technical College in the fall of 2009. The 50 students in the first class will earn their
high school diploma and have the opportunity to complete a minimum of 36 hours of
college credit while receiving career counseling. At this time, district attendance funding
and a substantial donation by the Lay Foundation finance the program. As a result, the
program is completely free to students (West Kentucky Community & Technical
College, 2009).
Analyzing data collected by the National Middle College High School
Consortium, Cunningham and Wagonlander (2000) determined that students who attend
Middle Colleges show improved attendance, lower dropout rates, higher grade point
averages, higher graduation rates, higher postsecondary enrollment rates, and better job
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placement rates than other at-risk students nationally. In contrast, an analysis of data
collected for a dropout prevention study revealed no discernable effects of Middle
College on dropout prevention and increased graduation rates (What Works
Clearinghouse, 2009).
Career Academies
Often lumped together with Tech Prep under the overarching term of career and
technical education, career academies are typically schools within a school that offer a
college preparatory curriculum while focusing on a career-related theme. Although
initially focused on dropout prevention and vocational education, career academies have
evolved to meet the needs of a job market that now requires postsecondary levels of
education for gainful employment in well-paying jobs (Stern, Dayton, & Raby, 2000).
Career academies share 3 common characteristics. First, the academies are small
learning communities where students meet with the same teachers over a 2- to 4-year
period. Second, the academies offer a college preparatory curriculum geared toward a
specific career such as business and finance. Third, the academies develop partnerships
with area employers to expose students to the real-life application of learned material via
mentoring, service learning, and career internships (Stern et al., 2000).
According to Stern et al. (2000), the first career academy was established in 1969
at Edison High School in Philadelphia. By 1982, the 29 academies that had developed
independently around Philadelphia were organized under one entity. In the 1980’s,
academies in New York were sponsored by businesses such as American Express that
banded more tightly to create the National Academy Foundation. On the west coast the
first career academies appeared in 1981 around Silicon Valley. In 1984, the California
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government authorized and funded the development of 10 more career academies. That
number was increased to 40 in 1987 and 290 by 2000. As of 2000, more than 500
academies operate in California. Many states have followed California’s lead in the
development of career academies. For example, the Illinois Board of Education opened
20 career academies during the 1994-1995 school year. By 2000, that number had
expanded to 50.
In examining the benefits of career academies, Maxwell and Rubin (2002)
conducted a quantitative analysis of a single district and national data to compare
outcomes of career academy students versus students in regular programs. Empirical
analysis revealed that the career academies increased the educational attainment of at-risk
students. Kemple and Snipes (2000) conducted a large scale, multi-site evaluation of
students randomly assigned to either a regular program of study or a career academy in
order to identify the effects of career academies on student outcomes. Overall, academy
students earned more credits than their counterparts in a regular course of study. In
addition, high-risk students in the academy setting exhibited reduced dropout rates,
improved attendance, and increased on-time graduation rates. On the other hand,
students in the academies did not demonstrate any improvement on standardized math
and reading tests. Kerka (2000) suggests that alternatives to standardized tests may be
more appropriate for students in career academies.
In a preliminary report on a national evaluation of career academies, Kemple and
Rock (1996) identified several key factors affecting the successful implementation of
career academies. Factors included adequate funding, effective administrative leadership,
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school and district support, effective collaboration with employer partners, and a linkage
of the program with local needs.
In an effort to promote career and technical education, the Kentucky Community
and Technical College System (KCTCS) with the financial support of the Ford
Foundation embarked on a mission in 2002 to integrate remedial, workforce, and
academic endeavors to promote the economic and academic success of students (KCTCS,
2009a), and thereby, improve the workforce competitiveness within the Commonwealth
of Kentucky. The resulting 17 career pathways combine academic preparation with skill
development and certification to provide a seamless transition to further postsecondary
education or improved employment. The pathways are developed and maintained
through partnerships between secondary schools, local KCTCS colleges, and employers
(KCTCS, 2009b).
Dual Credit/Concurrent Enrollment
Many definitions exist for dual credit, dual enrollment, and concurrent
enrollment. For example, the KDE (2009a) defines dual credit as college level courses
taught on the high school campus while dual enrollment courses are postsecondary
courses taught at a college or university. For purposes of simplicity and clarity of
understanding, the standard definition of dual and concurrent enrollment as adopted by
the ECS will be utilized to refer to all dual credit, dual enrollment, and concurrent
enrollment programs throughout this project. According to the ECS (2001), “Dual or
concurrent enrollment is defined as a high school student enrolled in a postsecondary
institution while still in high school” (p.4). High school students in dual or concurrent
enrollment programs are thereby able to earn secondary and postsecondary credits for the
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satisfactory completion of courses. This all-encompassing definition includes
postsecondary courses taught to high school students in both the secondary setting and
the postsecondary setting, as well as online through distance learning or virtual schools.
In addition, dual credit courses taught as a portion of a Tech Prep program or CTE
program also fall under this definition. AP courses and IB courses are not included under
this definition as students in AP and IB programs earn college credit based upon
examinations versus satisfactory course completion (ECS, 2001).
History
According to Conklin and Williams (1990), the primary objectives of dual credit
programs are to provide a smooth transition from high school to college, decrease the
time required to earn an undergraduate degree, eliminate academic redundancy, improve
academic readiness for postsecondary education, and increase the educational
opportunities for students. That being said, the roots of dual credit education can be
traced back to the 1880’s when the Massachusetts Teachers’ Association passed two
resolutions. One condemned the lack of cooperation between secondary and
postsecondary institutions. The other called for increased cooperation between both high
schools and colleges in order to ease the transition for secondary to postsecondary
education and improve educational opportunities for students. In 1882, the Committee of
Ten addressed these concerns by recommending a standardized high school curriculum
and stressing the need for increased coordination between secondary and postsecondary
institutions (Stoel, 1988). Despite the efforts of the Committee of Ten, Conklin and
Williams (1990) suggest that most colleges continued to set their own standards for
academic preparedness. Thus, high schools were unable to prepare students adequately
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for the vast array of college entrance requirements. Conklin and Williams state that little
changes were made in the educational status quo until the Sputnik crisis and the radical
social changes of the mid-1960s.
The first true concurrent enrollment program was the Syracuse University’s
Project Advance (SUPA) that was developed in the early 1970’s (Conklin & Williams,
1990). Initially, this program targeted academically gifted students at seven high schools
in Syracuse, New York. Since its inception, the program has expanded to 165 high
schools and now provides services to all qualified high school seniors who are interested
in receiving college credit while enrolled in high school (Syracuse University, 2009).
According to Kim, Kirby, and Bragg (2004), a small number of other programs
developed over the next several years utilizing the SUPA model. Developed in 1974,
The Middle College High School at LaGuardia Community College was a dual credit
program that focused on students who were at high risk of dropping out. In all other
regards, it conforms to the Middle College concept previously discussed. Other examples
of the development of dual credit programs include Florida International University’s
Partners in Progress that was created in 1982 to provide a rigorous curriculum to minority
students in inner city schools (Greenburg, 1989) and the Kingsborough Community
College’s College Now program that was developed in New York in 1984 (Kim et al.,
2004). The major goal of College Now is to provide qualified students the opportunity to
take college courses while still in high school and thus prepare them for success in
college. The program also provides remediation to students who are not yet adequately
prepared to undertake college-level coursework. The program was expanded to colleges
in the City University of New York system in 1999.
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Despite the development of these isolated programs, dual enrollment did not gain
wide acceptance until the mid-1980’s when several states began to enact legislation to
ensure that students capable of college-level coursework had access to postsecondary
educational opportunities while still in high school. Boswell (2001) identified several
factors that served as the impetus for policymakers to act. Dual enrollment programs
reduced college costs, accelerated student progress toward degree attainment, combated
the senior slump, improved college admissions, and increased the academic opportunities
for rural students. The first such state-mandated program was the Post Secondary
Enrollment Options (PSEO) enacted by the Minnesota legislature in 1985. This program
allowed any high school junior or senior to take postsecondary courses on the college
campus at state expense provided the students met the admission criteria for the college
(Boswell, 2001; Greenburg, 1989). According to Boswell (2001), other states such as
Michigan, Indiana, Iowa, and Ohio have all adopted similar dual credit programs.
Following the success of the PSEO, Washington’s Running Start program is
another example of a state mandated dual credit program. Established in 1994, the
program initially enabled qualifying high school juniors and seniors to take college level
courses at area community and technical colleges at no cost to the students. The program
has since expanded to include five 4-year postsecondary institutions. As of 2006, the
program served approximately 10% of the state’s juniors and seniors. In terms of grades,
completion rates and degree attainment, students in the Running Start perform at a level
equivalent to that of college aged students who are not in the program (State of
Washington, State Board for Community and Technical Colleges, 2006).
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As a whole, the expansion of dual enrollment programs has been dramatic over
the last several years. By 2001, Boswell (2001) reported that 38 states had adopted state
policies for concurrent enrollment programs. Andrews (2004), however, identified dual
credit programs in 44 states that were sanctioned through state legislation or operated by
various state education offices. In 2006, WICHE released an analysis of state policies
regarding accelerated learning programs indicating that 42 states had adopted concurrent
enrollment policies. Of these states, 40 had adopted specific state statutes regarding dual
credit. Kim (2006) found that dual enrollment programs operated in some form in all 50
states. In addition, dual credit programs were identified by 17 states as the primary
academic pathway for promoting student access and success to postsecondary educational
opportunities. By comparison, only 12 states identified AP as the primary pathway.
Another 12 states identified Tech Prep as the primary pathway. Andrews (2004)
attributes the growth of dual enrollment to the fact that dual credit programs directly
address two educational issues of national concern: the senior slump and the length of
time required to earn a degree which estimated to be roughly 5 to 5.5 years.
In analyzing the quality of the various dual credit programs available throughout
the country, the ECS (2001) noted that concurrent enrollment programs varied greatly
from state to state. In order to rate the programs, the ECS utilized broadly defined
categories and found that 21 states offered comprehensive dual credit programs. These
programs met two of three criteria: offered courses to students with minimal or no tuition
costs, granted secondary credit for postsecondary courses taken, and stipulated few
course restrictions. Kentucky was 1 of 26 states identified as having limited programs.
The programs in these states required students to pay tuition costs associated with
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postsecondary course, placed numerous restrictions on courses, or established stringent
guidelines for course eligibility.
Barriers
Despite the growth of dual credit programs throughout the country, the ECS
(2001) has identified numerous barriers to the effective implementation of effective dual
enrollment programs. Specific issues related to dual credit programs outlined by the ECS
involve the loss per pupil funding at the secondary or postsecondary level, governmental
desires to avoid the “double-dipping” of state revenue, the cost of tuition, the quality of
instruction, restrictions on enrollment, problems with course transferability, and the lack
of information on dual credit options.
According to Boswell (2001), 13 states do not allow dually enrolled students to be
counted in the full time equivalent (FTE) for the postsecondary institution. Findings by
Andrews (2000b) indicate that a failure to count dually enrolled students in both the ADA
and FTE may be a deterrent to the development of dual credit programs. Prior to 1997,
the 48 community colleges in Illinois were not allowed to count dually enrolled students
for funding purposes unless these students were not counted in the ADA figures for their
high schools. During the 1997-1998 school year, the Illinois Community College Board
began allowing community colleges to count dually enrolled students in the FTE figures
for the colleges even though the students were counted in the ADA figures for the high
school. In 2000, Andrews conducted a survey of the presidents of all 48 community
colleges and found that the change in funding had resulted in a marked increase in
concurrent enrollment programs. Prior to the policy change, 18 of the community
colleges did not offer any dual credit courses. By 2000, all 48 colleges were offering
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concurrent enrollment programs, and secondary school involvement in dual credit
courses increased by 240% from 1997-2000. In addition, 26 of the colleges reported that
dual credit courses were offered in the secondary setting, and 28 of the colleges offered
dual credit classes through distance or virtual learning formats.
Despite the aforementioned findings by Andrews (2000b), only 27 states allow
both the local school district and the postsecondary institution to count dually enrolled
students in their respective enrollment figures for state funding (Boswell, 2001). Boswell
(2001) identifies state government concerns over “double dipping” of revenue as the
main reason why other states have not adopted a more liberal funding policy for dually
enrolled students. Chapman (2001) states that concerns over double-dipping pose a
barrier to the development and implementation of dual credit programs. After analyzing
state policies, WICHE (2006) suggests that states should investigate funding options that
compensate both the high school and postsecondary institution in order to maximize the
benefits of concurrent enrollment programs.
With regard to tuition, 15 states require that the state or local school district pay
most if not all of the costs associated with dual enrollment while local districts in 9 other
states have the option of covering the tuition costs of dual credit courses. Reduced tuition
for dual credit is mandated in 3, and 18 states, including Kentucky, assume that students
are responsible for tuition associated with dual credit courses; however, local districts
may subsidize these costs or the postsecondary institution may reduce tuition for dually
enrolled students (Boswell, 2001). For example, tuition for courses taken through the
Dual Credit Program at Western Kentucky University (2009) currently cost $200.00
versus $867.00 in tuition for regular undergraduate courses. Also, tuition for dual credit
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courses through the ECTC during the 2007-2008 school year ranged from free to $140
for a 3-hour course (ECTC, 2009).
Research appears to confirm that tuition costs play a large role in the development
and growth of dual credit programs. Utilizing statistics gathered by the Illinois Board of
Education, Andrews and Barnett (2002) examined the effect of the Accelerated College
Enrollment (ACE) grants on dual credit participation rates. ACE grants were
implemented in Illinois in 2001 in an effort to cover part, if not all, of the tuition and fees
associated with dual credit courses. Student participation in dual credit programs
increased over 100% from 5,863 students in 2000 to 11,809 in 2001. By 2002, the
number of students receiving ACE grants for dual enrollment increased to 17,006
(Barnett, Gardner, & Bragg, 2004).
The ECS (2001) identifies tuition costs as a barrier to the effective
implementation of dual enrollment programs and expresses concern that forcing students
to pay for tuition may exclude low-income students from participation if no financial aid
or tuition assistance is rendered. In order to address these concerns, WICHE (2006)
recommends that federal and state policymakers should provide funds to secondary and
postsecondary institutions that provide improved access to accelerated learning options
for underrepresented and economically disadvantaged students. In addition, WICHE
suggests that states ensure that low-income students do not incur expenses as a result of
participation in accelerated learning programs.
Given that many states have not set standards for dual credit programs, the quality
of the programs being offered and the qualifications of secondary educators to teach
postsecondary level courses are often cited as major concerns (American Association of
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State Colleges and Universities [AASCU], 2002; Boswell, 2001). Chapman (2001)
identifies questions related to faculty qualifications and selection as a major issue that
needs to be addressed in order to develop a quality dual credit program. WICHE (2006)
recommends that state boards of education and state higher education offices should
develop clear guidelines that address issues related to the curriculum and faculty of
accelerated learning options such as dual credit programs. The SREB (2005)
recommends that high school educators who teach college level courses should have at
least 18 graduate hours in the teaching field and have a master’s degree.
In addition to the concerns about course quality and faculty qualifications,
Boswell (2001) and the AASCU (2002) identify restrictions on enrollment and the
transferability of credit both to postsecondary institutions and from one institution to
another as issues with dual credit programs that need to be addressed. The ECS (2001)
also cites the lack of information available on dual credit options as another barrier to the
effective implementation of concurrent enrollment programs. In an effort to address
these concerns, WICHE (2006) makes a number of recommendations. First, with regard
to enrollment restrictions, WICHE suggests that state policymakers and others involved
accelerated learning options should remove policies and barriers that may limit access or
participation in programs such as dual enrollment. Second, WICHE recommends that
state legislators ensure that students receive credit at any state supported postsecondary
institutions for dual credit courses. Third, state lawmakers should mandate that
secondary and postsecondary institutions provide information on accelerated learning
options to all students in grades 9-12.
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According to Andrews (2000a), Missouri and Illinois are examples of states that
have addressed issues of quality, enrollment, and transferability. The Missouri
Coordinating Board for High Education assigned the responsibility for dual credit course
quality to the postsecondary institution. The institutions are required to develop
principles of good practice relative to student eligibility, program administration, faculty
qualifications, assessment, and transferability of courses. The Illinois Community
College Board requires that all instructors of dual credit courses be employed and
evaluated by the community colleges. Instructors must have qualifications and
credentials on par with those required for teaching at the college level. In addition, other
criteria have been established to ensure that qualified students are able to enroll in
concurrent enrollment programs and that dual credit courses are transferable to all
baccalaureate degree granting institutions.
Created in 1999, the National Alliance of Concurrent Enrollment Partnerships
(NACEP) directly addresses many of the concerns and issues related to dual enrollment
through the development of national standards for curriculum, instruction, student
enrollment, student assessment, and program evaluation of dual credit programs. In
addition, the NACEP (2009a) promotes program development and encourages research
of concurrent enrollment. Western Kentucky University is currently the only
postsecondary institution in the state that is a fully accredited member of the NACEP
(NACEP, 2009b).
Benefits
In examining the benefits of dual credit programs, policymakers cite several
advantages for students in increasing accelerated learning options. First and foremost,
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dual credit programs save students time and money (AASCU, 2002; Boswell, 2001; ECS,
2001; Greenburg, 1989). By eliminating academic redundancy between secondary and
postsecondary institutions, students are able to take fewer postsecondary courses in
college (Boswell, 2001), thus decreasing the amount of time and money required to stay
in college and thereby increase persistence rates.
A survey conducted by Andrews in 2000 of the presidents of all 48 community
colleges in Illinois substantiates these assertions. When presidents were asked to identify
the main strength of the dual enrollment programs, seven of the presidents cited the
program’s ability to save students’ time and money as the major benefit (Andrews &
Barnett, 2002). Other research by Andrews and Marshall (1991) also verifies that dual
enrollment can save time and money. In investigating the implementation of a dual
enrollment program for advanced students at Marquette High School in Ottawa, Illinois,
Andrews and Marshall determined that allowing juniors and seniors at the school to
enroll in dual credit courses at a nearby community college would enable the students to
earn as much as 30 hours of college credit and thereby decrease the time required to earn
a 4-year degree by 1 whole year. In addition, Andrews and Marshall estimated that
students could save $4,000 to $15,000 in future college expenses by taking advantage of
the program.
The Washington State Board for Community and Technical Colleges also
identifies cost and time savings as a major benefit of the Running Start program.
Through this state-supported dual credit program, students can complete their first 2
years of college during their junior and senior year of high school. In addition, students
pay no tuition for the dual credit courses taken through the program. According to data
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complied by the State Board for Community and Technical Colleges, the average student
in the Running Start program who completed a bachelor’s degree in 2004 required 33
fewer credits than students who did not participate in the program and entered college as
freshmen (State of Washington, State Board for Community and Technical Colleges,
2006).
In addition to saving time and money, dual enrollment programs increase the
communication and collaboration between secondary and postsecondary institutions,
thereby improving the academic rigor needed to combat the effects of the senior slump
(AASCU, 2002; Andrews, 2004; Boswell, 2001; ECS, 2001; Greenburg, 1989). As
previously stated, Kirst (2001) found a lack of coherence and sequencing between
secondary and postsecondary institutions with regard to curricula and assessments that
would adequately prepare and place students.
In the aforementioned survey of community college presidents, Andrews and
Barnett (2002) found that 15 of the 48 respondents identified the increased opportunities
and intellectual challenges of dual credit as the major strength of the programs offered by
the community colleges in Illinois. Additionally, the State Board for Community and
Technical Colleges in Washington determined that students who had participated in the
Running Start program completed more college credits with better grades than similarly
aged college students who were not in the program (State of Washington, State Board for
Community and Technical Colleges, 2006). Likewise, Spurling and Gabriner (2002)
conducted a study of 2,274 students comparing course completion rates and grade point
averages of students who had matriculated to the City College of San Francisco after
having been in the concurrent enrollment program at the college to students who had
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enrolled at the college without dual enrollment experience. Students who had taken dual
credit classes passed 58% of their college courses versus 53% for the students who did
not have dual credit experience. In addition, students who had taken dual credit courses
maintained a grade point average that was approximately one quarter of a point higher
than those who did not have a dual credit background.
By providing a rigorous curriculum, dual credit programs decrease the need for
remediation. In addition, the AASCU (2002) suggests that offering college courses to atrisk students may actually reduce dropout rates. The National Commission on the High
School Senior Year (2001a) reported that one-third to one-half of high school seniors are
under-educated or miseducated for either work or college. While studying underprepared
students, Adelman (1999) determined that only 39% of college students who required
remedial reading courses earned bachelor’s degrees versus a 69% graduation rate for
students who did not require any form of remediation. In the same study, Adelman
concluded that a rigorous high school curriculum had more bearing on academic
persistence and degree completion for African American and Hispanic students than any
other pre-college indicator.
In an effort to prevent below average students from dropping out or failing to
enroll in postsecondary options, Lord (2000) noted a growing trend in providing college
courses to below average students through Middle Colleges and community colleges with
open enrollments. Growth of this concept has been rapid. According to Kleiner and
Lewis (2005), approximately 5% of all Title IV degree granting institutions had dual
enrollment programs for at-risk students. Approximately 39% of these programs had a
career or technical focus while 34% had an academic focus. In examining academic
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pathways that promote student success, Kim (2006) analyzed data of a 50-state survey
conducted by the APASS project, and found that 29 states had dual credit programs that
targeted underserved populations.
Along the same lines, dual credit courses can provide greater academic
opportunities to students at rural high schools (Boswell, 2001; ECS, 2001). In analyzing
the data from the Colorado Department of Education and Colorado Community College
System on dual credit programs at 29 high schools, 5 college centers, and 1 community
college in rural eastern Colorado over a 9-year period, Gertge (2008) found that a
significant portion of the students who participated in dual enrollment programs were
doing so through distance learning networks. The two-way interactive television
networks enabled instructors to reach small separated students populations
simultaneously, so that the students could have access to the same educational
opportunities as students at larger schools. Approximately 25% of the students eligible
for the dual enrollment programs participated during the course of the study.
Dual credit is also utilized as a means of providing advanced and academically
gifted students with a challenging education. In investigating the dual enrollment
program for advanced students at Marquette High School in Ottawa, Illinois, Andrews
and Marshall (1991) found, that prior to the implementation of a dual credit program with
the Illinois Valley Community College, the school averaged just three students a year
earning Advanced Placement credits. Since the implementation of the program, the
school has an average of 35 students a year that have earned an average of 18 hours each.
In addition, an average of 80% of the graduates from Marquette High School enroll in
college.
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Dual credit programs are also associated with increased student aspirations to
attend college (Boswell, 2001; ECS, 2001; Greenburg, 1989). In investigating the
attitudes and experiences of low-income students who go to college, King (1996)
concluded that a rigorous high school curriculum for all students coupled with access to
college counseling were instrumental factors in the low-income student’s decision to
attend college. Incidentally, over 60% of the students in his study who identified
themselves as low-income were also minorities. In order to determine student
perceptions of dual enrollment and postsecondary educational plans, Peterson,
Anjewierden, and Corser (2001) conducted a survey of students enrolled through a dual
credit program at Salt Lake Community College. Of the students enrolled in the
program, 56% reported that participation in the program had encouraged them to attend
college and 42% stated that it did not have an effect on their postsecondary educational
decisions. Less than 1% indicated that participation in dual credit courses had
discouraged their decision to attend college.
Similarly, Smith (2007) conducted a survey of 304 students at five rural Kansas
high schools in an effort to determine the relationship between educational aspirations
and participation in and the location of dual credit courses. After controlling for personal
factors and the highest level of parent education, Smith concluded that there was a
positive correlation between dual enrollment and increased educational aspirations. In
addition, she found that students who took dual credit courses on the college campus
exhibited higher educational aspirations than those who had taken courses at the high
school.
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Lastly, with regard to students, dual credit courses improve student college
retention and persistence rates (AASCU, 2002). As previously stated, Adelman (1999)
determined that the single greatest predictor of a student’s academic persistence and
degree completion was dependent upon the academic rigor of the student’s secondary
education. In a similar longitudinal study of the persistence rates of a nationally
representative cohort of high school seniors from 1992 who matriculated to college,
Adelman (2006) found that those students who had completed at least 9 hours of college
credit during high school had an increased likelihood of finish their bachelor’s degree
within 8 years. Based on Adelman’s findings, students such as those at Marquette High
School and those in the Running Start program in Washington have a much greater
chance of completing their degrees than students who do not have sufficient access to
dual credit programs. In a mixed method study that examined the matriculation,
persistence, and degree completion rates of students at two community colleges, Lekes et
al. (2007) found that high students who had participated in CTE programs with dual
credit options performed better academically and had higher degree completion rates than
students who had not participated in such programs.
In examining the many advantages of dual credit programs, researchers also point
to improved relationships between secondary and postsecondary institutions as another
benefit of dual credit programs (AASCU, 2002; Boswell, 2001; ECS, 2001; Greenburg,
1989). In the aforementioned study by Andrews and Barnett (2002), 35% of the
community college presidents cited improved relations with local high schools as the
greatest strength of their respective dual credit programs. Additional benefits to
institutions from dual credit programs include improved student recruitment, improved
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community relations, and an increase in potential funding sources (AASCU, 2002;
Greenburg, 1989).
In addition to traditional instructional methods, distance learning and virtual
schools have experienced rapid growth as a means of delivery for dual credit courses.
From 2001-2002 to 2005-2006, the Running Start program in Washington experienced
163% growth in online instruction. From 1998-1999 to 2005-1006, online delivery of
courses increased over tenfold (State of Washington, State Board for Community and
Technical Colleges, 2006). According to aforementioned data by Kim (2006), distance
learning programs or virtual high schools are present in all 50 states. In addition, online
instructional programs in 36 states are geared to reach underserved populations.
With regard to online instruction, the State Board for Community and Technical
Colleges in Washington (2006) declares that online delivery methods enable students to
access college courses from their high school campus thereby increasing the accessibility
to students in remote and rural locations. Gertge’s (2008) aforementioned study in rural
eastern Colorado affirm the assertion that distance learning is beneficial to rural
populations with limited access to postsecondary educational opportunities.
In performing an analysis of virtual schools, Clark (2001) conducted an online
survey of 44 virtual learning formats that included state sanctioned virtual schools,
university based programs, regional consortiums, secondary school based programs,
private virtual schools, charter programs, and for profit virtual education providers.
These surveys were followed up with e-mails and telephone interviews to glean further
information whereby Clark found that dual enrollment courses accounted for
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approximately 16% of online courses offerings. In addition, remedial courses accounted
for an additional 24% of virtual learning courses.
Although dual enrollment programs are typically mentioned separately when
discussing accelerated learning options, dual credit is often utilized to enhance other
means of articulation such as Tech Prep, Middle College, and CTE programs (Barnett et
al., 2004). For example, in Washington 17,140 students earned an average of 6.5 college
credits through Tech Prep in 2005-2006 (State of Washington, State Board for
Community and Technical Colleges, 2006). Also, as previously mentioned, Bragg et al.
(2006) determined that student participation in dual credit and dual enrollment in the
Tech Prep programs in Illinois increased roughly 50% to 70% in a 3-year period from
2001 to 2003. Finally, in examining CTE programs at two community colleges, Lekes et
al. (2007) found that high school students who had participated in CTE programs with
dual credit options performed better academically and had higher degree completion rates
than students who had not participated in such programs.
Dual Credit in Kentucky
In 1997, the Kentucky General Assembly passed the Postsecondary Education
Improvement Act of 1997 (KCPE, 2009; Kentucky Postsecondary Education Act of
1997, 1997). This legislation was enacted in order to improve college matriculation,
persistence, literacy, job growth, and the standard of living in the Commonwealth. In
addition, this legislation consolidated the governance of Kentucky’s community colleges
under the KCTCS (Welsh, Brake, & Choi, 2005).
In 2000, the KCPE abolished the restrictive participation criteria it had established
for dual enrollment programs in the state and granted the local school districts and
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postsecondary institutions the opportunity to develop their own articulation agreements
regarding dual enrollment (KCPE, 2006a). In addition, transferability of dual credit
courses was ensured at all state supported postsecondary institutions. The intent of these
policy changes was to promote an increase in the number of students pursuing
postsecondary education and thereby improve the quality of life for Kentuckians. Within
this policy framework, dual credit is expected to increase community college enrollments
and allow community colleges to serve as a point of access for higher education (Welsh
et al., 2005).
The change in policy by the KCPE resulted in a 96.2% increase in the number of
students participating in dual credit courses from 9,321 in 2001-2002 to 18,921 in 20042005. Of the 18,921 students enrolled in dual credit courses during 2004-2005, 87%
were enrolled in the KCTCS. In addition, 43% of all student enrolled in 2003-2004 took
only technical or occupational courses while 18% took business or information
technology courses. Only 19% of students during the same period took academic courses
for dual credit (KCPE, 2006a).
In 2006, the KCPE released results of a multi-year study aimed at examining
matriculation and retention rates to postsecondary institutions. Data for the study were
submitted to the Council’s Comprehensive Database by postsecondary institutions in
Kentucky. Results of the study indicated that 32% of dually enrolled students in the
2003-2004 school year matriculated to postsecondary education in the 2004-2005 school
year. Of students who took academic dual credit courses, 68% matriculated while only
17% of students who took tech courses and 19% of students who took business courses
matriculated. In conclusion, the KCPE determined that dual credit programs did not
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substantially increase matriculation or retention rates; however, results did indicate that
those dual credit students who did matriculate had a grade point average at the end of
their second year of college that was over one-third of a point higher than students who
had not earned dual credit (KCPE, 2006a).
Although the study indicated that only 32% of dually enrolled students in the
2003-2004 matriculated to postsecondary education in 2004-2005, data collected by the
KCPE do not distinguish between junior and seniors and possibly sophomores who were
dually enrolled. As a result, the matriculation rate was lowered because of juniors and
sophomores in 2003-2004 who did not enroll in postsecondary education. Allowing 3
years for all dually enrolled students to matriculate rectifies this problem. Of the dually
enrolled students in 2001-2002, 57% matriculated to postsecondary education in
Kentucky by 2004-2005. In addition, the KCPE determined that many students who had
dually enrolled in KCTCS institutions were not properly identified as first-time students
and were, therefore, not included in the matriculation rates (KCPE, 2006a).
In an aforementioned study, Welsh et al. (2005) examined student predictors of
student participation and success in dual credit courses. In addition, they investigated the
dual credit enrollment trends for the general population as well as underserved students.
The researchers used dual credit students enrolled in the KCTCS system during the fall of
2000 and 2001 as the sample population. Welsh et al. (2005) found that community
colleges experienced significant growth in dual enrollment courses from 2000 to 2001.
In addition, they determined that females, African Americans, low-income students, and
rural students also experienced significant growth in dual enrollment over the same
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period. With regard to predictors of success, the researchers found that English and math
subtest scores on the ACT were the best predictors of success in dual credit courses.
Kentucky lawmakers believe so strongly in dual credit as a means of improving
degree attainment and, subsequently, the standard of living and quality of life for
Kentuckians that they have enacted legislation mandating the implementation of these
programs into all Kentucky schools. KRS 160.348 (2002) requires every secondary
school to offer a curriculum with AP, IB, dual enrollment, or dual credit courses through
on-site or online means. This statute also requires each site-based council to develop
policies for the recruitment and assignment of students to these programs. KRS 158.622
(2002) requires each district to identify current and future funding sources for dual
enrollment programs.
In addition, Kentucky state law requires that the KCPE develop guidelines for the
content of dual credit courses and training for the teachers of such classes (WICHE,
2006). In order to improve policies related to dual credit, the Kentucky P-16 Council
created a Dual Credit Task Force that developed an action plan to address issues related
to dual credit in Kentucky. Recommendations include but are not limited to improving
readiness for under-prepared students to take dual credit class, establishing statewide
eligibility standards for readiness, creating clear pathways for continued education,
providing free or discounted funding for dual credit courses, improving the quality of
instruction, and gauging success through continued research of dual credit education in
Kentucky (Kentucky P-16 Council, Interagency Task force on Dual Credit, 2008).
With regard to virtual schools and distance learning, Kentucky initiated the
Kentucky Virtual University (KYVU) in 1999. Since that time enrollment in online
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courses through the KYVU has increased from 300 students to over 55,000 in 2005. Of
the students who received a degree or credential in 2004-2005, 28% took at least 1 course
through the KYVU. The KYVU estimates that 55% of students in Kentucky who earned
a degree in 2004-2005 took at least 1 online course in the previous 4 years. In addition,
the number of students taking online courses in Kentucky increased 48% from 2002-2005
(Kentucky P-16 Council, 2006). Currently, the goals of the Kentucky Virtual Schools
(KYVS) are to provide access to an expanded curriculum for every student, increase
instructional support for at-risk students, provide educational enrichment to gifted
students, and enable schools to offer AP and foreign language courses (KDE, 2009b).
A major impediment to implementing dual credit programs in Kentucky is related
to the fact that Kentucky is 1 of 18 states that assume the student or parent is responsible
for the tuition and fees associated with dual credit courses (Boswell 2001). According to
survey results collected by the Kentucky P-16 Council Dual Enrollment Task Force
(2006), tuition costs borne by dually enrolled students vary widely and nearly all KCTCS
institutions require that the local school districts subsidize tuition associated with dual
credit. Consequently, high schools in Kentucky have no financial incentive to promote
dual enrollment programs. Indeed, it is in the best financial interests of high schools to
downplay the significance of dual enrollment programs. As a case in point, ECTC only
has 77 students enrolled in dual credit courses for the fall semester of 2009 (KCTCS,
2009c) despite the fact that there are well over 2,000 juniors and seniors enrolled in
secondary schools in Hardin County alone.
Again, research appears to confirm that tuition costs play a large role in the
development and growth of dual credit programs. Andrews and Barnett (2002) found
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that student participation in dual credit programs increased dramatically when the costs of
the tuition and fees associated with dual credit courses were covered by the state. In
addition, the ECS (2001) identifies tuition costs as a barrier to the effective
implementation of dual enrollment programs and expresses concern that forcing students
to pay for tuition may exclude low-income students from participation if no financial aid
or tuition assistance is rendered. In an effort to address this problem, the Dual
Enrollment Task Force of the Kentucky P-16 Council recommends that issues that
impede the enrollment of students in college programs should be eliminated (Kentucky P16 Council, 2006).
Summary
Research indicates a high degree of correlation between education and wage
earning ability (SREB, 2009). Unfortunately, per capita income in Kentucky is only
82.1% of the national average, and bachelor degree attainment rates in Kentucky lag far
behind most other states (Kentucky Chamber of Commerce, Task Force on
Postsecondary Education, 2007). In an effort to improve the standard of living and
quality of life of residents in Kentucky, policymakers and educational leaders have
increasingly turned to articulated options, especially dual credit education, as a means of
improving the transition from high school to college and increasing postsecondary
retention rates.
Although articulated options such as AP, IB, Tech Prep/Middle College, and CTE
provide students with a rigorous curriculum and the opportunity to earn college credits
while still in high school, each of these options have shortcomings. AP and IB rely on
end-of-course exam in order to earn credit. In addition, Hertberg-Davis et al. (2006)
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found that minority students were underrepresented in AP and IB programs. Also,
minority students who participated in AP and IB tests underperformed on end-of-course
exams. With regard to Tech Prep and CTE programs, the KCPE (2006a) found that 68%
of students who took academic dual credit courses matriculated while only 17% of
students who took tech courses and 19% of students who took business courses
matriculated.
Although questions regarding course quality, faculty qualifications, and funding
of dual credit programs exist, a number of benefits can readily be identified. First and
foremost, dual credit programs save students time and money (AASCU, 2002; Boswell,
2001; ECS, 2001; Greenburg, 1989). In addition to saving time and money, dual
enrollment programs increase the communication and collaboration between secondary
and postsecondary institutions, thereby improving the academic rigor needed to combat
the effects of the senior slump (AASCU, 2002; Andrews, 2004; Boswell, 2001; ECS,
2001; Greenburg, 1989). By providing a rigorous curriculum, dual credit programs
decrease the need for remediation. In addition, the AASCU (2002) suggests that offering
college courses to at-risk students may actually reduced dropout rates. Along the same
lines, dual credit courses can provide greater academic opportunities to students at rural
high schools (Boswell, 2001; ECS, 2001). Dual credit is also utilized as a means of
providing advanced and academically gifted students with a challenging education. Dual
credit programs are also associated with increased student aspirations to attend college
(Boswell, 2001; ECS, 2001; Greenburg, 1989). Lastly, with regard to students, dual credit
courses improve student college retention and persistence rates (AASCU, 2002).
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In examining the many advantages of dual credit programs, researchers also point
to improved relationships between secondary and postsecondary institutions as another
benefit of dual credit programs (AASCU, 2002; Boswell, 2001; ECS, 2001; Greenburg,
1989). In addition to traditional instructional methods, distance learning and virtual
schools have experienced rapid growth as a means of delivery for dual credit courses.
Although dual enrollment programs are typically mentioned separately when discussing
accelerated learning options, dual credit is often utilized to enhance other means of
articulation such as Tech Prep, Middle College, and CTE programs (Barnett et al., 2004).

Methodology
Introduction
The purpose of this study was to identify the characteristics of dual credit
programs operated by a local community college that support student participation and
achievement. This study sought to gain specific detailed answers to the research question
by examining documents and interviewing those people who have a thorough knowledge
of these programs at the secondary and postsecondary level. Given the small number of
local dual credit programs, a qualitative method of inquiry was utilized for this fieldbased project. This mode of inquiry was consistent with Hendricks (2009) and Bogdan
and Biklen (2007) who suggest utilizing qualitative inquiry when sample populations are
small and substantial in-depth information is sought. Additionally, the field-based nature
of the study met the first of six criteria that Eisner (1991) identifies as vital features of a
qualitative study. By identifying the particular strengths among these programs, local
districts and postsecondary institutions will be able to design future dual credit programs
that will better serve the needs of their students.
Role of the Researcher
As in any qualitative study, the researcher played an important role in the
development and implementation of the study as well as the analysis of data collected
throughout the course of the project and the discussion of findings. Eisner (1991)
identifies the researcher as an instrument as the second of the six vital characteristics of
qualitative studies. The researcher’s knowledge and sensibility regarding the subject
matter to be studied directly affected the outcome of the study. Eisner suggests that the
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imprint that the researcher leaves upon the study is not a liability, but provides further
insight upon the subject based upon the researcher’s knowledge of the topic.
Along the same lines, Eisner (1991) identifies the interpretive character of the
researcher as the third vital aspect of qualitative studies. What data the researcher
collected and how he made sense of the data bore a direct impact upon the outcome of the
study. This interpretation was directly influenced by the aforementioned knowledge of
the researcher as well as his personal style.
Further defining the role of the researcher, Eisner (1991) refers to the Primacy of
Judgment. First, Eisner suggests that qualitative research places a high value on the
uniqueness of the researcher and his or her particular strengths. Second, the researcher’s
personal style also influences qualitative work. This permeation of style into qualitative
studies is directly opposed to traditional methods of research that seek to minimize
personal influences. Additionally, qualitative work is fluid, and the researcher may need
to adjust the course of action during a study based upon unanticipated findings. Finally,
given that qualitative work lacks the specificity of quantitative studies, a researcher must
exhibit a high degree of credibility in order for others to have faith in his or her findings.
With regard to the current study, the researcher had no direct relationship with
any of the intended interview subjects. In addition, the researcher was not affiliated with
the community college or any of the secondary schools operating the dual credit
programs that were investigated. The researcher’s interest in dual credit programs is
directly related to the potential benefits successful dual enrollment programs could render
to the local area. The researcher’s knowledge of dual credit programs has been
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developed over time through personal investigation as well as the development of the
literature review and project proposal.
Throughout the course of this project, the researcher was responsible for
constructing and conducting interviews, examining documents, conducting member
checks, maintaining a journal of actions and thoughts, participating in peer debriefing,
and maintaining an audit trail, so that credibility and trustworthiness can be guaranteed.
Setting
The study focused on the dual credit programs operated by a local community and
technical college in Kentucky and two area secondary schools that have exhibited
sustained enrollment and high levels of achievement over the last 3 to 4 years. By
focusing on these programs, the researcher identified those features of the local dual
credit programs that resulted in improved student participation and success. These
features coupled with the recommendations of the interview subject could be used to
develop a model for future dual credit programs in the area.
In order to gain entry at the local community and technical college, the researcher
contacted the chief student affairs officer. Utilizing this individual in the capacity of a
gatekeeper as defined by Creswell (1998), the researcher found out that permission to
initiate the study had to be granted by the legal counsel for the KCTCS. The researcher
then contacted the legal counsel via phone to explain the purpose of the study. After
speaking with this person, the researcher e-mailed the legal counsel a letter that addressed
why the school and program were chosen, what would be done during the course of the
study, how it would affect the school or program, what would be done with the results,
how confidentiality would be maintained, and potential benefits the school and program
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could receive from participation in the study. Bogdan and Biklen (2007) suggest that
being able to answer these types of questions should allay many of the fears that potential
institutions and interview subjects may have regarding participation in qualitative studies.
In order to gain official consent to begin the study, the researcher asked that the legal
counsel respond to the e-mail as confirmation that the study could be initiated. In this
way, the researcher verified that entry had been officially granted.
Once the appropriate secondary sites had been identified through the interviews
with the subjects at the community and technical college, the researcher utilized the
principals at the respective secondary schools as gatekeepers for both dual credit
programs. The researcher used the same method of gaining entry at each secondary site
as was utilized for gaining entry into the community and technical college.
Once official entry was granted at the secondary and postsecondary institutions
and prior to actually initiating the study, the researcher contacted subordinates within the
organizational hierarchy and provided them with the informational letter about the study
in an effort to build rapport with potential interview subjects and to ensure support at all
levels for the study. This method of gaining access is in line with what is suggested by
Bogdan and Biklen (2007) who emphasize the importance garnering support at all levels
for a study.
Data Sources
Given that the purpose of this study was to identify the characteristics of local
dual credit programs that support student participation and achievement, this qualitative
study utilized purposive sampling in order to determine who to interview at the
postsecondary level and what documents to collect. Erlandson, Harris, Skipper, and
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Allen (1993) state that purposive sampling is ideally suited when attempting to identify
themes under specific contexts and cultural norms. In addition, Hendricks (2009) and
Bogdan and Biklen (2007) suggest that purposive sampling is warranted when feedback
is sought from participants regarding effectiveness. That being said, the study initiated
with an interview of the chief student affairs officer (CSAO) at the community and
technical college and the collection of articulation agreements between the college and
the local secondary schools.
Using the snowballing technique, the CSAO provided three other potential
interview subjects at the college as well as identified two secondary schools that had dual
credit programs that exhibited sustained enrollment and high achievement. In addition,
he identified a dual credit instructor at each school whose students exhibit high
participation rates and levels of achievement. These subjects were also interviewed so
that the characteristics of these programs could be described in rich detail. The
snowballing technique is a method of sampling where one interview subject identifies
other interview subjects that are “information rich” regarding the research topic
(Creswell, 1998).
Interview
As previously stated, after gaining official entry, the researcher provided an
informational letter about the study to subordinates in each organization’s hierarchy in an
effort to build rapport with potential interview subjects and to ensure support at all levels
for the study. Again, this method of gaining access is in line with what is suggested by
Bogdan and Biklen (2007) who emphasize the importance garnering support at all levels
for a study.
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After distribution of the letter, the researcher called each interview candidate and
briefly discussed the purpose of the study and the importance of the interviews in the
process. During this conversation, the researcher explained that the interviews should be
conducted in a quite place and would last no more than an hour. In addition, the
researcher asked for permission to contact each interview candidate via e-mail, so that an
interview time and place could be established. In an effort to accommodate the schedules
of the subjects, the researcher e-mailed all interview candidates requesting that each
respond to the e-mail with a possible time and place for the interview. This method of
setting up an interview is consistent with Erlandson et al. (1993) who suggest that
providing the interviewee with relevant information about the study and working with the
interview subject to verify the time and place of the interview can make the respondent
feel more comfortable during the interview process.
Prior to the initiation of each interview, the researcher provided the interview
subject with a copy of a letter of informed consent. In addition, the researcher retained an
original copy of the letter signed by the interviewee as verification of the subject’s
agreement to participate in the study. The letter informed the participant of the purpose
of the study, participant confidentiality, voluntary participation, and lack of penalties for
withdrawal from the study. In this regard, the consent form contained all the pertinent
information that Hendricks (2009) suggests should be covered in an informed consent.
Most importantly, the letter satisfied the requirements of informed consent required by
the human subjects review board at Western Kentucky University.
In addition to the letter of consent, the researcher also informed each respondent
that the interview would be audio taped and that a transcription of the recording would be
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made available to the respondent for purposes of verification prior to use in the study. By
verifying the accuracy of the interview, the confirmability and credibility of the interview
were established. Lincoln and Guba (1985) suggest that establishing credibility is
absolutely vital in creating the trustworthiness of qualitative research findings.
As previously stated, the researcher initially interviewed the CSAO at the
community and technical college. In the course of conducting this interview, the CSAO
identified three additional subjects at the college that needed to be interviewed in order to
provide the most relevant information needed to address the research question
adequately. The CSAO also identified two secondary programs that exhibited sustained
enrollment and high levels of achievement and provided the names of dual credit
instructors at each of those schools. In this regard, the researcher utilized the snowballing
technique of sampling as defined by Creswell (1998) and Bogdan and Biklen (2007).
With regard to conducting the interview, the researcher utilized a semi-structured
format for questioning. Hendricks (2009) suggests that this method of questioning is
effective in getting the respondents to answer the important research questions while
adding other potentially useful information. In addition, the researcher used a number of
probing questions to elicit in-depth responses and provide rich, thick descriptions.
Bogdan and Biklen (2007) suggest that this is an effective way of gathering rich
descriptive information. Specific questions developed for the postsecondary and
secondary program administrators as well as the dual credit instructors are included
within the appendices of the project.
During the course of the interview process, the researcher followed the
recommendations of Creswell (1998) and Erlandson et al. (1993). Creswell suggests that
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a researcher should conduct him or herself in a courteous and respectful manner while
sticking to the interview questions. Most importantly, Erlandson et al. (1993) state that
the best strategy for conducting an interview is simply to be oneself.
At the conclusion of the interview process, the researcher thanked each subject for
the interview opportunity and reminded the respondent that a transcription of the
interview would be provided to the interview subject for purposes of verification. This
act helped to ensure that the lines of communication remained open between the
researcher and the respondent. Erlandson et al. (1993) state that this is a vital principle of
closure. By keeping the lines of communication open, they suggest that a researcher will
be able to return to the respondent for clarification or additional information if needed,
and the interview subject will be more likely to provide the researcher with further
insights regarding the research topic. Lastly, the researcher sent a thank you note to each
subject along with the transcription of the interview for verification.
Documents
Documents collected include articulation agreements developed between the
community and technical college and the local secondary schools, informational
brochures on dual credit provided by the community college, the early admission policy
for the community college, and numerous informational letters distributed by one of the
secondary schools to students and parents. Interview transcriptions were checked against
each other as well as the collected documents in order to substantiate information and
improve the credibility of the study. Hendricks (2009) and Erlandson et al. (1993)
suggest that utilizing multiple forms of data gathering through triangulation lend
credibility to qualitative research and thereby improve trustworthiness.
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Data Analysis
The analysis of the qualitative data was accomplished through the constant
comparative method of data analysis. Creswell (1998), Hendricks (2009), and Bogdan
and Biklen (2007) describe this method as a continuous process of taking information
from the collected data and comparing it to other pieces of information from the collected
data in order to identify themes or codes within the data. In the course of conducting
these comparisons of information, the themes are further developed to the point where the
research question will be answered by the refined themes. This study utilized the
standard approach of data analysis formulated for grounded theory research as described
by Creswell (1998). A three-step coding process of open coding, axial coding, and
selective coding characterizes this method of constant comparative analysis.
Prior to beginning the analysis of the collected data, Berg (2001) states that all
information must first be converted to text. With regard to this project, the text from the
transcripts was broken into small segments that were printed on note cards after the
transcripts were verified. In order to ensure that the text could be reassembled from the
note cards and that the text could be cited accurately, the researcher developed a method
of labeling the cards that identified which interview subject provided the information as
well as where it fit with the other information provided by the interview subject. Thus, a
card labeled with a PS3 identified the interview subject as the third postsecondary
interview respondent. An “S” identified the interview subject as a secondary program
administrator, and an “I” identified the interview subject as an instructor. Cards from
each interview subject were then chronologically numbered to ensure that the interview
could be accurately reconstructed and cited. For example, in citing the sources, PS1/31
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means the information was retrieved from the 31st card of the first postsecondary
interview. Documents that were cited in the findings were numbered in the upper righthand corner. Thus, a citation of Document #2 means that the information was retrieved
from the document labeled #2. This method of labeling provided a way to identify
sources of data in the findings.
Once the data were converted to a text format and accurately labeled for
reconstruction and citation purposes, the process of open coding began. In this phase of
the coding process, phrases taken from the collected data text were placed with similar
text phrases into initial categories or codes that relate to the research topic (Creswell,
1998).
After completion of the open coding, the researcher began the process of axial
coding. During this phase of the data analysis, the researcher arranged the data in new
ways in order to identify the central phenomenon, causal conditions, strategies,
conditions and contexts, and consequences (Creswell, 1998). In essence, the researcher
continued coding the information in order to identify major topics and subtopics
associated with area dual credit programs. These subtopics relate to issues that have
bearing upon or result from the major topic.
Once the axial coding was completed, the researcher began the selective coding
process. In this phase of coding, the researcher linked all of the categories of the axial
coding phase into a coherent structure (Creswell, 1998). In doing so, the researcher
answered the research question regarding the characteristics of dual credit programs that
promote sustained student participation and achievement.
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Trustworthiness
Trustworthiness is an overarching term used to describe the extent to which the
findings of qualitative study can be believed and trusted. Lincoln and Guba (1985)
define trustworthiness in terms of credibility, transferability, dependability, and
confirmability. Under this definition, a qualitative study must provide evidence that the
data utilized for the study accurately reflect the information provided by the participants
in order to demonstrate credibility. Likewise, transferability is judged based upon the
extent to which the findings can be applied to other contexts and respondents. In
addition, a qualitative study must provide evidence that the study could be replicated
under similar conditions, and thereby, show dependability. Finally, confirmability is
achieved when the researcher can demonstrate that the findings are not the result of
researcher bias (Lincoln & Guba, 1985).
Despite the work by Lincoln and Guba (1985), other qualitative researchers have
chosen to describe trustworthiness in various ways. Hendricks (2009) equates
trustworthiness to the concept of validity and identifies at least nine differing forms of
validity while Creswell (1998) favors using the term verification instead of validity.
Eisner’s (1991) sixth feature of qualitative studies describes trustworthiness or
believability in terms of structural corroboration, consensual validation, and referential
adequacy. Under Eisner’s constructs, structural corroboration is achieved when multiple
data sources are utilized to support the findings.
However the term may be defined, researchers agree on many of the strategies
used to establish trustworthiness. For example, Hendricks (2009), Lincoln and Guba
(1985), and Erlandson et al. (1993) all cite triangulation, peer debriefing, member
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checking, reflective journaling, thick description, and maintaining an audit trail as some
of methods for creating trustworthiness. The researcher utilized each of these strategies
in order to establish trustworthiness for this study.
Triangulation
Hendricks (2009) describes triangulation as a process where multiple forms of
data are collected through various means and analyzed in order to establish credibility
and confirmability. This increases the process validity while decreasing the potential for
researcher bias. Likewise, Eisner (1991) suggests that triangulation gives a study
structural corroboration and coherence by providing multiple means of support to the
interpretations made in the study. For purposes of this study, triangulation was achieved
through the analysis interviews of secondary and postsecondary dual credit program
managers and dual credit instructors as well as documents.
Peer Debriefing
According to Hendricks (2009), peer debriefing is a process where the researcher
discusses the research with peers who are not associated with the study. Peers help the
researcher by ensuring that the interpretations and conclusions are accurate, identifying
alternate interpretations to the study, and spotting biases. To that end, peer debriefing
addresses issues that increase the validity and confirmability of the research. Along the
same lines, peer debriefing provides the consensual validation, referential adequacy, and
consensus that Eisner (1991) identifies as elements required to develop believability. In
this study, peer debriefing was conducted with the other individuals who are currently
working on their specialist projects as well as Dr. Sharon Spall who served as the
chairperson for the specialist project committee.
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Member Checking
Lincoln and Guba (1985) identify member checking as the most important
method of establishing credibility. Member checking is the process whereby individuals
in the setting being studied have the opportunity to confirm the accuracy of interviews as
well as interpretations and conclusions being made by the researcher. In addition to
improving credibility or validity, Hendricks (2009) also suggests that member checking
also increases confirmability by reducing researcher bias. For purposes of this study,
member checks were conducted by providing transcriptions of each interview to the
respective respondent. Each interview subject was then asked to confirm in writing the
accuracy of their responses in order to establish credibility and confirmability for the
study.
Reflexive Journal
Lincoln and Guba (1985) describe a reflexive journal as a diary where the
researcher records information about the development of the study. The journal is not
only a verification of the actions taken by the researcher, but also a memorandum of
record where the researcher documents thoughts and reflections about the progress of the
study. In this regard, the journal provides a written record of the rationale and insights
the researcher had that impacted the development of the study. Hendricks (2009)
suggests the journaling increases understanding thereby enabling the researcher to resolve
problems and alter practices based upon the insights gained through reflection. With
regard to this particular study, the researcher maintained a reflexive journal of actions,
thoughts, insights, and reflections from September 2009 through completion of the study.
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Rich, Thick Description
In order to improve transferability, Hendricks (2009) and Lincoln and Guba
(1985) state that a researcher must describe the setting, subjects, and research methods of
a study in as much detail as possible. By providing an accurate account of the site and
study, readers will be able to determine if the characteristics described in the study are
similar to their own situation. If the characteristics are comparable, then Hendricks
(2009) suggests that transferability is increased. Along the same lines, Eisner (1991)
identifies the use of interpretative character, expressive language, and attention to
particulars as the third, fourth, and fifth vital features of qualitative studies. Each of these
aspects, aides readers of the study by providing them with the necessary information
needed to determine whether or not there exist a high degree of transferability with their
own situations. In an effort to improve transferability, the researcher provided as much
information as possible about the setting, subjects, and research methods of the study
while still maintaining confidentiality.
Audit Trail
According to Hendricks (2009), an audit trail is a record of all data and materials
collected and analyzed throughout the course of a study. Audit trails include the
researcher’s journal, artifacts, interviews, field notes, recorded information, and a record
of how data were analyzed and interpreted. An audit trail enables others to look at the
data and findings of a researcher and determine if the information and results are
accurate. In this regard, audit trails improve the validity and confirmability of the study
by verifying the accuracy of data and findings and thus ensuring the information reflects
the setting and participants of the study. For purposes of this study, all the information
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obtained by the researcher for this study was retained for inclusion in the audit trail. This
information included all printed materials utilized in the literature review, the reflexive
journal, documents, recorded interviews, verified transcripts of interviews, as well as data
analysis and synthesis materials.

Findings
Introduction
Dual credit courses enable high school students to acquire college credit while
still enrolled in secondary school. These programs are credited with providing a smooth
transition between secondary and postsecondary education and rendering a rigorous
curriculum to high school juniors and seniors that Adelman (1999) suggests is the best
predictor of future degree attainment. In an effort to improve the standard of living and
quality of life of residents in Kentucky, policymakers and educational leaders have
increasingly turned to dual credit education as a means of improving the transition from
high school to college and increasing postsecondary retention and graduation rates.
Research Problem
In 2000, the KCPE abolished the restrictive participation criteria it had established
for dual enrollment programs in the state and granted the local school districts and
postsecondary institutions the opportunity to develop their own articulation agreements
regarding dual enrollment in the hopes that this would increase the number of students
pursuing postsecondary education and consequently improve the quality of life for
Kentuckians. While this policy change has resulted in a marked increase in the number
of students participating in dual credit courses, a multi-year study conducted by the
KCPE indicates dual credit programs did not substantially increase matriculation or
retention rates (KCPE, 2006a).
Locally, wide variations in costs, admissions processes, and measures of
academic progress exist in the dual credit programs that postsecondary institutions have
developed with local school systems (ECTC, 2009). While these variations may suit the
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individual needs of the local districts, the lack of consistency between dual credit
programs raises concerns about the quality, access, and funding of these programs and
calls into question whether or not locally designed dual enrollment programs can
adequately prepare students to successfully transition to postsecondary education.
Research Purpose
In an effort to improve future local dual credit programs, research was conducted
to identify the aspects of current area dual credit programs that promote student
participation and improve student achievement. The purpose of this study was to identify
the characteristics of dual credit programs operated by a local community college that
support student participation and achievement. This study sought to gain specific
detailed answers to the research question by examining documents and interviewing
those people who have a thorough knowledge of these programs at the secondary and
postsecondary level.
Research Question
In examining area dual credit programs, this research project addressed the
following research questions from the perspective of secondary and postsecondary
program managers and dual credit instructors who have participated in the local dual
credit programs.
1. What are the features of the dual credit programs operated by the local
community and technical college in conjunction with area school districts that
support sustained enrollment and high achievement for students?
a. What are the strengths of the local dual credit programs?
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b. What are the barriers that have been encountered in the dual credit
programs?
c. What are the recommendations for the development and
implementation of future dual credit programs in the area?
Program Descriptions
Postsecondary
Approximately 15-16 high schools operate within the community and technical
college’s 12-county service area (PS3/90). The service area is primarily rural; however,
several small cities exist within the college’s area of coverage. As of the 2008-2009
school year, the college had articulation agreements for dual credit with six different high
schools (PS4/12). One of these schools is outside of the college’s 12-county service area
(PS3/23). Currently, 170 students are participating in dual credit courses offered by the
college (PS4/46).
The development of the dual credit programs offered by the college has grown
slowly over the last 10 years or so (PS1/1) “as service to local high school students”
(PS1/7). The college has not actively solicited agreements, and deals primarily with
requests from local secondary schools. This is due in part to the fact that dual credit
education has not been a strong initiative of the college (PS1/5-12).
In order to enroll in dual credit courses, high school students must apply for
admissions to the college and meet all conditions for acceptance, as would any other
students wishing to enroll in the college (PS3/43). As a state-supported college, the
KCTCS and CPE determine what minimum test scores are required for a college student
to enroll in a particular course (PS4/75). These same requirements also apply to students
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who intend to dually enroll. For example, a student must have an 18 on the English
section of their ACT in order to enroll in English 101 (PS1/55). If they do not met the
minimum requirement on the ACT, then a student can take the COMPASS exam in order
to demonstrate the minimum competency required for entry into the course (PS3/50). If
the student does not demonstrate the required minimum score on the COMPASS exam,
then the college will not allow the student to enroll in the course (PS3/52). Additional
admissions criteria may be imposed on students by their respective secondary schools
(S1/10).
All dual credit courses offered by the college are general education courses such
as English 101, English 102, and college algebra that are completely transferable to any
state supported college in the state (PS4/45). In addition, these courses are offered to
dual credit students at 50% of the regular cost of tuition (PS1/16; PS4/88). Once
enrolled, dual credit students “have all the rights and responsibilities and access to
anything that we offer any other student” (PS1/71) such as access to tutoring, library
services, and computer labs (PS1/72). Some dual credit courses that have been offered
include English composition, oral communication, art history, studio art, music, music
appreciation, and philosophy (PS2/2-3) as well as European history, psychology,
sociology, speech, and college algebra (PS1/40).
Dual credit courses may be taught at the college or the secondary school by either
college instructors or high school teachers who meet the minimum SACS requirements
for teaching college level courses and undergo an interview process conducted by the
college. SACS requires that college level instructors have a Master’s degree and a
minimum of 18 graduate hours in their teaching discipline. In addition, prospective dual
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credit instructors are interviewed just like adjunct professors. In the interview process,
course competencies and student learning outcomes are addressed (PS2/11-27). In
addition, potential instructors are provided “a course outline and a sample syllabus that
they have to use” (PS2/28).
Secondary #1
The first program is located in a medium-sized high school of approximately
1,000 students in a small town that is near a large metropolitan area. The school actually
offers three different dual credit programs to its students (S1/1). The one offered by the
postsecondary institution under study is the only one that is offered on the school’s
campus and is the longest running of the three programs (S1/3) having been operating for
a period of 12 years (I1/1). This program is also out of the community college’s 12county service area (PS3/23). The instructor who is provided by the college teaches four
or five courses a semester for the college (I1/25) as well as English 101 and 102 at the
school. He is currently teaching two sections of English 102 at the school with a total
enrollment of 44 students. These courses are only open to seniors. In addition to the
admission requirements imposed by the college, the school implements a 3.0 GPA as a
condition for enrollment in the dual credit courses (S1/3-10).
Because the course is taught by an employee of the college, “The class only meets
twice a week” (S1/30). As a result, dual credit students do not get a high school English
credit for the course, but instead receive an elective credit at the school in addition to the
college credit (S1/11). In addition, the school weights grades for the dual credit courses
“so that they [the students] get five points for an A and four points for a B” (S1/127).
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With regard to instruction, the instructor teaches the course just like his college
courses on campus (I1/30). He states, “I use the same curriculum that I use in 101 and
102…. We have the same … exit competencies, and we use the same textbooks…. They
write the exact same type of papers” (I1/28). The instructor feels that “getting them as
close as I can to the college experience” is an important aspect of the course (I1/22). This
sentiment is confirmed by the counselor who states, “He does treat it like a college
course” (S1/54).
Secondary #2
The second program is located in a relatively large high school with an enrollment
of approximately 1,600 students in a town with a population of roughly 25,000. Unlike
the first program, the school, not the college, provides the instructor for the dual credit
courses. The instructor teaches dual credit Western Civilization as well as AP U. S.
History at the school. In addition, she also teaches history courses for the college. She
currently has 33 students enrolled in the dual credit Western Civilization course, and
finds that most of her AP students go on to take the dual credit Western Civilization
course (I2/2-33).
With regard to instruction, this program differs from the first program in that “we
meet every day” (I2/21). Consequently, “We meet far more times than … my college
class” (I2/22). Also, unlike the first program, grades are not weighted for the dual credit
course (I2/24). Like the first program, the instructor tries to “teach it pretty much like I
teach my college class” (I2/10). She does this “so that they [the students] really
understand what to expect when they go to college” (I2/11).
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Also, like the first program, the school has had a self-imposed GPA requirement
of 3.25 for admittance into the dual credit program (I2/3). Unlike the first program,
“There is no GPA requirement as of this year” (I2/8). As a result of the elimination of
the GPA requirement, the instructor states, “Academically my students are not as strong
as I have had” (I2/9). Consequently, “I have mostly A’s and B’s in the dual credit class,
until this year…. I’m going to have several C’s this time” (I2/7).
High Achievement
During the coding process, three specific areas emerged as features of dual credit
programs that promote student achievement. These areas are criteria for admission into
the dual credit program, the safeguards utilized to ensure academic rigor, and instructor
traits.
Admissions Criteria
Although the KCTCS has lowered the requirements for enrollment in dual credit
courses (PS1/53), all interview subjects identified the admissions criteria either directly
or indirectly as a strength of the program. As previously stated, students interested in
taking dual credit courses must apply to the college and be accepted as would any regular
college student before they can enroll in classes (PS2/48). This means that “they have to
apply for admissions; they have to be accepted for admission…they need to have a letter
of recommendation from their counselor; [and] they need to have the appropriate test
scores from their counselor” (PS3/43). Thus, students who wish to enroll in English 101
must have a minimum score of 18 on the ACT in order to enroll in the class (PS1/55;
PS2/35). If the students do not met the minimum requirement on the ACT, then they can
take the COMPASS exam in order to demonstrate the minimum competency required for
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entry into the course (PS3/50; I2/8). If they do not demonstrate the required minimum
score on the COMPASS exam, then the college will not allow them to enroll in the
course “because they do not have the necessary academic skills to be successful”
(PS3/52). Two interview subjects at the college expressed concerns about the possibility
of letting students who do not meet the minimum requirements for enrollment in dual
credit courses. One stated that if low-performing students are “having difficulty in high
school, they don’t need to take a dual credit class because that’s just going to set them up
for even more failure” (PS4/82). Another subject stated “It is a disadvantage to a student
if we say you are dual credit ready, and we give you your college credit, and you start off
you college GPA with a D” (PS1/38).
In addition to the admissions criteria imposed by the KCTCS, the secondary
schools may have additional requirements for admission into the program. For example,
one of the schools in the study currently requires students to have at least a 3.0 GPA in
order to enroll in dual credit courses (S1/10). The other school had required to students
to have at least a 3.25 GPA until this year in order to enroll in dual credit courses (I2/3).
This past year that policy was dropped at the school, and there was no minimum GPA
requirement (I2/8). Consequently, the instructor stated, “I have students other than what I
have had and I do find they make a little lower grade” (I2/7).
As an added safeguard, the college encourages “the high school counselors to
pick students [for dual credit] that … will be successful” (PS1/54). According to another
employee of the college who is involved with dual credit, “The counselor at the high
school does a lot of work by screening or sifting through those students who are maybe
on the fence” (PS3/44).

80
As a result of the work by high school counselors and the admissions criteria set
forth by the college and the high schools, the instructors of the dual credit courses at both
secondary schools expressed satisfaction with the level of academic aptitude exhibited by
the students in their respective classes. According to one of the instructors, “The students
I’ve had are very well-prepared to do well…in the college English course” (I1/24). The
other instructor states that most of the students who take her dual credit history course
have already taken AP U. S. History course from her (I2/2). Consequently, “They’re
very competitive with their grades, and … they knew what they were getting into when
they came. So, it’s kind of kind of a follow up … the reason I think I have a lot of
success” (I2/4).
Academic Rigor
In examining the aspects related to academic rigor, three themes emerged as being
central to the topic: SACS requirements, the interview process initiated by the college,
and the review of course competencies and student learning outcomes.
SACS requirements. According to SACS, a potential dual credit instructor must
“have the exact same credentials as the faculty member that would teach on the college
campus, which is a master’s degree with 18 hours in the discipline in which they are
teaching” (PS2/11). Two of the other interview subjects at the college reiterated this
requirement (PS1/43; PS4/18). Both dual credit instructors in the study are faculty at the
college (I1/27; I2/20), and therefore, meet the SACS requirements for teaching dual
credit courses.
Interview. Once potential dual credit instructors are selected, they are “put …
through an interview just like we would if we were interviewing an adjunct professor to
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teach for us” (PS2/17). “Before an instructor starts a class they meet with the division
chairperson on this campus and also a faculty member who teaches this class to go over
what their syllabus looks like and what their expectations are” (PS1/44). In addition,
dual credit instructors are provided a course outline (PS2/28). This interview is done to
ensure that standards are maintained in the dual credit class (PS2/19), and “to make sure
the class is the same class as if they were taking it here on campus” (PS4/27).
Course competencies and student learning outcomes. In addition to SACS
requirements and the interview process, the KCTCS has established course competencies
for all courses taught at the community college (PS2/22). Department heads meet with
the dual credit instructor to go over the course competencies (PS2/21). “Those
competencies are then measured by student learning outcomes to see if we are indeed
teaching the competencies that we should be teaching” (PS2/24). The students in dual
credit courses are required “to meet the same student learning outcomes as other college
students” (PS1/47). The importance of competencies in dual credit classes is confirmed
by the English instructor who states, “I use the same curriculum that I use in 101 and 102
and usually the English faculty … discuss this exactly. We have the same … exit
competencies and we use the same textbooks” (I1/28). The division chair at the college
felt that “course competencies and the student learning outcomes” were vital in ensuring
“the same kind of rigor that we would require at the college campus” (PS2/33).
Instructor Traits
With regard to the instructors of dual credit courses, tenure, faculty expectations,
and course structure and content were identified as instructor attributes that positively
impact student achievement. “Most of the instructors we have here … [have] usually
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taught for us for quite a while” (PS4/114). Of the two secondary programs studied, both
instructors have taught the dual credit courses for 10 or more years (PS1/1; I1/1). In
addition, both instructors also teach regular postsecondary courses for the college
(PS2/63, I2/20).
While instructor tenure does not appear to impact achievement directly, it was
cited as impacting the consistency of expectations for the course. One instructor stated,
“I’ve been there long enough they know pretty much what to expect from me. They’ve
heard from the counselors and the … English teachers and the other students … what’s
going to be expected of them” (I1/12). The other instructor stated, “I think it is definitely
an asset because I know them … when they walk in, they know me, they know what I
expect, and I know what they’re capable of” (I2/17). “They know I expect the best from
them and high ideas … they achieve” (I2/6).
With regard to structure and content, both instructors teach their respective dual
credit courses exactly as they would the regular courses they teach for the college. The
instructor at the first program stated, “I use the same curriculum … exit competencies,
and we use the same textbooks…. They write the exact same type of papers” (I1/28).
The high school counselor corroborated his assertions by stating, “He does treat it like a
college course” (S1/54). “The research and writing that they do in there is above and
beyond what we teach” (S1/59). The instructor at the second program also conducts her
dual credit class in the same manner. “I teach it pretty much like I teach my college
class” (I2/10). Continuing she stated, “I try to give them a feel for what college is like
test wise … syllabus, everything … so that they really understand what to expect when
they go to college” (I2/11).
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Sustained Enrollment
According to one postsecondary official who is associated with dual credit
education, the college does not “have a specific directed program in dual credit”
[education] (PS1/4), but offers dual credit “as a service to the local high school students”
(PS1/7) when requests are submitted by local high schools (PS1/9). Although the
college has not actively promoted dual credit education with area secondary school
(PS1/50), the programs operated by the college in conjunction with local schools have
experienced growth over the last several years. According to one interview subject at the
college, dual enrollment has increased 20% from 2002-2009 (PS4/12). Current
enrollment in dual credit programs operated by the college stands at 170 students
(PS4/46). The interview subjects identified several features as important characteristics
of the dual credit programs that promote sustained enrollment. Primary features that
promote participation include admissions criteria, savings of time and money, instructor
traits, and program promotion.
Admissions Criteria
As previously mentioned, the admissions criteria for dual credit was determined
to be a key feature that promotes student achievement; it was, however, also identified by
several of interview subjects as a critical component of sustaining enrollment. Although
the KCTCS has lowered its admission criteria for dual credit as a means of boosting
enrollment (PS1/53), many interview subjects expressed the quality of students and the
continued success students experience in the dual credit courses as a reason for sustained
enrollment. One of the interview subjects at the college stated, “That’s pretty much the
predominate thing that drives this program. The students are pretty self-driven, they’re
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self-reliable, so it’s not some of these students who are procrastinators” (PS3/32). One of
the instructors referred to her students as “eager to participate” (I2/3). She continued by
stating, “They’re very competitive with their grades” (I2/4). The other instructor stated,
“These kids come in that are well prepared to take a college course…. They’re strong in
their basics, and they seem, generally, to be very interested in things going on in the
world” (I1/8). This sentiment was confirmed by the secondary program administrator
who stated, “Most kids get A’s and B’s always. And they’re smart kids. They should”
(S1/56). To illustrate why this was important to sustained enrollment, she stated, “If they
were making C’s or D’s, that would kill it [the dual credit program]” (S1/118).
Instructor Traits
As with the admission criteria, instructor traits were also identified as features of
the dual credit programs that not only promote student achievement but also ensure
sustained student participation. One of the instructors referred to “the duality of being
both the gatekeeper and the friend of the students” and how it is important to maintain
that balance (I1/33). The secondary program administrator reiterated this idea by stating
the “course instructor is just so key in being able to relate to the kids and still challenge
them” (S1/119). She stated, “I think if you had a … really stern … somebody that didn’t
relate well to the kids…. If one of them were here, it would kill it” (S1/115). The other
instructor corroborated this belief by stating, “You just can’t be hard-nosed” (I2/32).
The secondary program administrator attributed the sustained enrollment of the
dual credit program at her school directly to the way the instructor deals with the
students. “When I was an English teacher, he used my classroom, and I used to sit in
sometimes on it [the dual credit class], and he is so fabulous with them” (S1/53). She
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continued by saying, “[He has] got a great balance of stimulating their mind but not
killing them on their marks” (S1/118). According to her, the students look forward to
being able to take his course during their senior year (S1/114), and enrollment in the
course has increased to two sections with a total of 44 students (S1/6).
Time and Money Savings
With regard to time and money savings, all of the postsecondary interview
subjects as well as the secondary program administrator identified these savings as one of
the important features of the programs that promote student participation in dual credit
programs. One college interview subject stated, “They want to get … a head start on
their peers” (PS3/29). He continued, “They want to accomplish two things at one time.
They want to get high school graduation credit and they also want to get college credit”
(PS3/30). In this regard the student eliminates academic redundancy and thereby saves
time.
In addition, tuition for dual credit courses is 50% of regular college tuition
(PS1/74; PS4/88), and currently stands at $186 for a 3-hour course (S1/68). The
counselor went on to state, “I think obviously the money is a huge, huge attractor”
(S1/116). Summing up, one college interview subject stated, “The biggest strength is that
student … is actually getting high school credit and college credit, which in turn saves
that student and that student’s parents potential funding” (PS3/8). The savings of time
and money are reiterated by another interview subject at the college who stated “The
advantage to that [dual credit] is these students … would save time and money” (PS2/53).
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Program Promotion
As previous stated the college does not actively solicit agreements with local
secondary schools for dual credit. The college has developed dual credit programs at the
request of area schools as a service to their students. As a result, promotion of dual credit
opportunities is left to the local secondary schools and high school counselors (PS1/451). “Information comes from the high school counselors to promote and advertise”
(PS1/58).
With regard to promotion of the program, the program manager at the secondary
school stated the following:
The three of us counselors … do scheduling talks, classroom visits … in
March before we to scheduling for the next year, and we promote it
heavily…. We also have parent night, junior parent night, where we
promote it heavily, as well. (S1/66-69)
Additional promotional information including handouts and letters are provided to
students and parents that explain the dual credit program (S1/69).
Word of mouth was identified as another aspect of program promotion (PS1/58).
Two of the interview subjects specifically mentioned student communication as a means
of program promotion (PS3/39; S1/117). The secondary program administrator stated, “I
just really think it’s the word of mouth from the kids … from year to year … they talk
about [it]” (S1/117).
Program Strengths
In discussing local dual credit programs, interview subjects identified admissions
criteria, academic rigor, and instructor traits as characteristics that promote student
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achievement in the programs under study. Likewise, the same subjects identified
admission criteria, instructor traits, savings of time and money, and program promotion
as characteristics that promote sustained enrollment. These characteristics were also
identified by the interview subjects as strengths of the programs in the study. In an effort
to reduce redundancy, the researcher will only present additional strengths of the
programs as identified by the interview subject that have not already been addressed as
characteristics that promote high achievement and sustained enrollment.
Collaboration
Although communication is identified as a weakness of the area dual credit
programs, several interview subjects referred to the collaboration that exists between the
personnel at the college and the area schools as a strength of the programs. One
administrator at the college stated, “Once it’s set up and once the registration part [is
completed], I think we do communicate real well” (PS1/27). Another subject at the
college reiterated this assertion by saying, “Once we get it established, the dialogue and
the collaboration…. They pretty much just run with it” (PS3/24). The same respondent
stated, “The initial upstart and the initial interaction with everybody is a little bit time
consuming and a little task driven, but once its up and running and we have everything in
place, it’s a very successful program” (PS3/94-95).
Specifically, interview subjects cited two-way interaction between the high
school counselors and the college counselors once the programs are implemented. One
stated, “The counseling office [at the college] … does a really good job of working with
counselors at the high school to talk about what kind of dual credit we offer” (PS2/39).
She continued, “If we have an idea that there is something we would like to offer … we
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can pick up the phone and call the counselors at the high school and say, ‘Do you have a
need for this?’” (PS2/41). On the other hand, she stated, “I think more often than not you
see the high schools calling us and saying, ‘We are interested in offering dual credit.
What can we reasonably provide to our students?’” (PS2/42). This sentiment is
corroborated by another interview subject at the college stated, “We have such a good
rapport with the [high school] counselors … that they’re they ones usually that will
institute or instigate the meeting [to develop a dual credit course]” (PS3/21).
Student Development
In addition to the savings of time and money, interview subjects at the college
cited dual credit as a means of academically challenging students during their senior year
while those interview subjects at the secondary level felt that dual credit courses helped
with the development of maturity in participating students. With regard to academics,
one college interview subject stated, “I think that the strength of the dual credit program
is that it challenges those students who are not being challenged academically” (PS2/9).
Another expounded upon this by saying, “It also academically challenges that student at
that particular high school during their senior year” (PS3/10). The third college interview
subject stated, “Dual credit really helps with those high school students who are ready for
the challenge” (PS4/36). She continued by saying, “It’s good experience … especially
for students that need the challenge” (PS4/117).
At the secondary level interview subjects focused on the development of maturity
as a major strength of the program. In admitting to initially having a bias against dual
credit in favor of AP courses, the secondary program administrator stated, “I’ve changed
over the last couple of years because I have found that the kids who take the dual credit
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classes are more prepared for college” (S1/132). She continued by saying, “By the time
they graduate … they just have a better idea of what to expect” (S1/135). The instructor
reaffirmed the assertion that the dual credit courses help develop maturity by stating, “I
think this helps these students mature a great deal” (I1/45). He continued by saying, “I
think if they can get this under their belt when they … get on the regular campus, then
they’re less likely to freak out and just drop” (I1/41).
Accessibility
Interview subjects also identified accessibility to services such as tutoring and
media services as a strength of the program. One respondent at the college stated as
follows:
Well, once they’re a student, they have all the rights and responsibilities
and access to anything that we offer any other student. So, if they want
tutoring, we have free tutoring. If they want the media and library
services, they can have the library services. If they want to use our
computer labs, they can use our computer labs. (PS1/71-72)
Access to these services was confirmed by a second respondent who stated, “They do
have access to any services we have here” (PS3/57).
Another subject at the college stated, “We have … a learning lab that provides
remedial assistance with writing, math, and with reading” (PS4/86). She continued,
“They also have access to our library” (PS4/87). Access to the labs was confirmed by
another college respondent who stated, “We also have on our campus mathematics and
English tutorial help that’s for all students” (PS3/54). Although students have access to
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these services, he continued, “Some students being … thirty to fifty miles away from us
would choose not to exercise that option because of the distance” (PS3/55).
In addition to the services provided to all students on the campus, the college has
attempted to reach out and offer dual credit services to secondary institutions that are not
in close proximity to the college. One college interview subject stated, “We tried a
distance-learning model … which was pretty effective where we had a facilitator in the
classroom, but the instructor delivered the course via the distance learning web”
(PS2/37). Another respondent stated, “We’ve tried some unique things like interactive
television” (PS3/22). The college has also attempted to provide online assistance to
students who are too far from the college to take advantage of the services provided on
the campus. One interview subject pointed to the use of mymathlab.com by college
algebra students and blackboard for English students as examples of these online services
(PS3/80-81).
Miscellaneous
In addition to the aforementioned strengths, the interview subjects also identified
other features of the dual credit programs as strengths such as transferability of courses
and transportation. Although these aspects were not emphasized as much by the
interview subjects as some of the other features, the researcher felt that it was prudent to
mention them. When asked about strengths of the programs, two college interview
subjects referred to the transferability of credit. One stated, “We only offer transferrable
gen. ed. [general education] courses” (PS4/45). The issue of transferability as a strength
reiterated by a second respondent at the college who stated, “That credit because they’re
gen. ed. [general education] courses and above the 100 level are going to transfer

91
(PS3/31). In identifying additional strengths of the program, one of the instructors
pointed to transportation and stated, “There is none because they’re already at school”
(I2/12). The secondary program administrator at the other school confirmed this as a
strength by stating, “[It’s] right here in our building. We love it” (S1/90).
Program Barriers
Although participants expressed general satisfaction with the dual credit
programs, respondents identified a number of barriers that were encountered in the
development, implementation, and maintenance of these programs. In particular,
interview subjects expressed concerns regarding the organizational structure of the
programs, inefficient communication, logistical problems, and difficulties in securing
qualified instructors as major barriers. In addition, respondents also pointed to tuition
costs, a lack of remedial dual credit courses, and competition as other impediments to
implementing and developing these programs.
Organizational Hierarchy
In examining area dual credit programs, three college interview subjects identified
the organizational structure at the college as barrier to these programs. With regard to
organization at the college, one respondent stated, “The weakness of the program is that
we’re a little bit disorganized because we don’t have a direct one person in charge”
(PS1/11). In addition, he stated, “It’s not a college driven…or administratively driven
program. It’s not a strong initiative of the college” (PS1/12). He continued by saying,
“There are three or four people involved in the program here” (PS1/18). To illustrate the
point, he stated the following:
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So by the time [your school] would call me and say I want a dual credit
class, and by the time I get to the academic dean and say is it okay, and the
academic dean gets to the division chair and says do you want to offer this
and the division chair finds an instructor at the high school or some place
to do the class, by the time all that happens … the high school gets
frustrated with us—with our process a little bit—and says they’re not
really interested in helping us. Which is really not the case, but I can see
where it appears that way. (PS1/24-26)
Along the same line, another interview subject from the college stated the following:
I’ve often thought sometimes it might be good if one person handles it all,
but I think that would be difficult because colleges are not set up in that
way…. It would be hard for one person to do it all because it’s hard for
one person to know everything that’s … required in dual credit when so
many aspects of it change. (PS4/98-99)
Communication
The college interview subjects unanimously identified communication between
the college and the secondary schools as a barrier to the implementation and maintenance
of dual credit programs. One of the college interview subjects flatly stated, “The main
barrier would be communication” (PS3/11). This assertion was corroborated by another
respondent who stated, “I think one of the biggest problems might be … the
communication … between the school and the … college” (PS2/25). Another subject
reiterated the point by stating, “We haven’t communicated very well who to contact. So
they may contact [this] person and they say well I don’t do that part of it you need to
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contact so and so” (PS1/19-20). The final respondent illustrated the point by stating,
“Sometimes that [communication] gets to be a challenge because at that point I’m out of
the [communication] loop … but they’ll ask me some student affairs questions … that I
don’t know because I work on the academic side” (PS4/26).
In addition to the previously mentioned organizational problems identified at the
college, two interview subjects felt that a lack of organization existed at the secondary
level as well that inhibited communication. One stated, “Communication is kind of
difficult at times because so many people at the high school are involved…. They don’t
have one person to designate in charge either” (PS4/104). She continued by stating,
“Sometimes that’s a problem. Sometimes they don’t get the information out in a timely
way … to the students to make it go as smoothly as it could” (PS4/106). Another stated,
“When you get 14 people involved in the process, a lot of times, the information gets
convoluted or just turned completely around” (PS2/71).
Lastly, one instructor also pointed to communication between the college and
instructors as a major barrier. She stated, “I think [the college] needs to work … and
communicate more … with their teachers so that they’re on board … they know what
PeopleSoft is and … how to install grades in it … and this kind of thing” (I2/28).
Logistics
In the course of conducting the interviews, respondents identified several
logistical problems that inhibit the implementation and development of dual credit
programs. At the college level, respondents identified paperwork and the need to be cost
effective as barriers to the programs while the secondary administrator felt that issues
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related to the schedule, staffing, and space were logistical problems that had to be
addressed.
With regard to paperwork, one college interview subject stated that a barrier in
implementation is “making sure the college receives all the information in a timely
fashion” (PS3/15). The opinion was corroborated by another college official who stated,
“I think that has been a real challenge—is getting paperwork in on time” (PS2/74). To
illustrate the problem, a third interview subject at the college referred to issues regarding
the paperwork by making the following statements:
When are grades due … when’s the syllabi due, when’s the ACT scores
due, when is the students’ applications due, when should they have tuition,
and where does it go because … all of those items are going to different
offices. Tuition comes here, applications, ACT test scores go to student
affairs, it’s not just a complete packet that comes at one time. (PS4/111)
With regard to costs, an official at the college declared, “Another barrier … is
how to find a middle ground for it to be cost effective for us to offer dual credit and cost
effective for the students and the high schools to offer dual credit” (PS2/13). Issues
related to costs were confirmed by another interview subject at the college who stated,
“From our end the financial thing is the obstacle. Recovering the tuition costs,
recovering faculty members to go out and teach the class” (PS1/107-108). To explain the
problem, he stated the following:
For an on-campus class, we say we need 12-15 students. So, when we
take one of our full-time faculty and send them to [a high school] to teach
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eight dual credit students. If we do that, then we have a class on campus
not covered. (PS1/109)
At the secondary level, the program administrator described “a logistical
nightmare” caused by the fact that the dual credit course at their school only meets on
Tuesday and Thursday (S1/36). As a result, “We’ve got these high school seniors on
Mondays, Wednesdays, and Fridays with nothing to do” during the time when their dual
credit course is offered (S1/31). To address this problem, “We assign them to what we
call a second home…but keeping up with where they are … is a headache” (S1/36).
Another issue raised by the counselor was the lack of space in most secondary schools.
She stated that adding a dual credit course “kicks a teacher out” of their room during his
or her planning period (S1/111). The last barrier identified by the secondary program
manager related to problems of equality with regard to class sizes and planning time that
might arise if the school provided the dual credit instructor (S1/105-106).
Qualified Instructors
In addition to organization, communication, and logistics, the interview subjects
identified securing qualified personnel to serve as instructors in dual credit courses as
another area of concern. Three respondents indicated that this was a major impediment
in the implementation and maintenance of the programs. One college interview subject
stated, “I think generally one of the things that is a barrier to any dual credit program is
faculty credentialing” (PS2/10). A second college respondent confirmed this by stating,
“Probably the greatest challenge that we have in doing dual credit is … finding qualified
teachers” (PS4/17). She continued, “Because our enrollment on campus is increasing …
we’re having trouble even making our classes on campus, our regular classes, much less

96
expanding this too” (PS4/20). She also pointed to another challenge by stating, “We have
problems where an instructor would … retire completely and we wouldn’t have anyone
who was qualified and we weren’t able to offer it” (PS4/73). The problem with securing
qualified instructors was reiterated by the secondary program manager who stated,
“Staffing … you would have to … [have somebody] in the building who’s qualified to
teach” (S1/102). She continued by saying, “There might be qualified staff in the high
school and that would be perfect … or they’re going to have to call out and call the
college and find a staff member” (S1/107).
Tuition Costs
Although dual credit courses are offered at 50% of the regular tuition (PS1/74;
PS4/88), the costs associated with tuition and books were identified as barriers to these
programs. When asked to identify barriers to the development and implementation of
dual credit programs, one participant at the college stated, “From the student’s
perspective … probably funding” (PS3/71). Another postsecondary respondent
corroborated this opinion by stating, “One barrier is money, in general, the cost”
(PS2/77). She continued, “Many of these students, even those that are honors students, at
our underserved high schools don’t have the money to pay for tuition. They don’t have
the money to pay for the books” (PS2/78-79). Books for one of the dual credit classes
offered ran approximately $140 new or $105 used (Document #7).
According to the personnel interviewed at the college, this is a problem because
students enrolled in dual credit courses are not eligible for any type of financial aid. One
respondent at the college stated, “Well, right now, [dual credit] students are not eligible
for federal financial aid if they’re still enrolled in high school” (PS1/78). He continued,
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“They’re not able to use their KEES money [Kentucky Educational Excellence
Scholarship] for dual credit” (PS1/80). The lack of financial aid options available to dual
credit students was confirmed by another interview subject at the college who stated,
“Dual credit students since they are technically still enrolled in high school are not
afforded any financial aid opportunities whether it’s PELL [grant] or the Cap Grant or
their KEES money because they’re technically not graduated from their high school”
(PS3/61).
Remediation
Although most interview subjects did not identify remediation as a barrier to the
development and implementation of dual credit programs, one respondent was emphatic
in her belief that this was a shortcoming. She stated, “I think another barrier is … this
underachieving population” (PS2/82). She continued by stating the following:
I feel very strongly that we’re doing a disservice to these folks and I think
the barrier to that is admitting we have failed these people somewhere
along the line and for whatever reason they’re not prepared to go to
college. (PS2/83)
Competition/Other Options
Competition was identified as a final barrier to the implementation and
development of dual credit programs. One college respondent stated, “I think another …
barrier … is that you have so many people hocking their wares that you might end up
with a high school that’s having dual credit delivered from three or four institutions”
(PS2/85). As a result, “You don’t really seem to have … this tight relationship that is
necessary to make dual credit work” (PS2/85). One of the schools in the study currently
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offers dual credit from three different postsecondary institutions (S1/1). Of the three
programs, one has had no one sign up for it next year (S1/27).
Another official at the college explained that “Some [schools] are choosing not to
explore dual credit … for various reasons, they may have something else in place that
takes the place of dual credit” (PS3/91). He continued by saying that the college “may be
close enough to certain high schools that another option is more conducive to their
students than dual credit” (PS3/92). A final interview subject at the college said, “Some
of the schools just aren’t very interested in it at all” (PS4/115).
Recommendations
In the process of examining the recommendations for the improvement of local
dual credit programs, two major themes emerged: streamline the organizational hierarchy
and improve communication. In addition, respondents also expressed a desire to expand
dual credit by offering more courses, providing remedial dual credit courses, and
increasing enrollment in SEEK.
One Person in Charge
As previously stated, the organizational hierarchies in place at the college and to
some extent at the secondary schools were considered to be barriers to the development
and implementation of the local dual credit programs. In making recommendations to
eliminate these barriers, interview subjects pointed to the need to have one person serve
as the head of the programs. One college respondent stated, “We’re a little bit
disorganized because we don’t have a direct one person in charge. It’s not a college
driven program if you want to call it that or administratively driven program” (PS1/1112). He continued, “The college has not identified one main person to direct this
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program” (PS1/21). He continued, “We need one person to be the liaison between us and
the high schools. We need one person to coordinate it and make sure everything is
functioning the way both people want it to function” (PS1/91-92). Another official at the
college shared this belief by stating, “It would be nice … if we have one person who had
the time to devote only to dual credit” (PS4/22). A third college respondent not only felt
the college should designate one person to head program but also felt the high schools
should do the same by saying, “What I would suggest for the high schools that would be
most beneficial to them is to designate one person as the dual credit coordinator”
(PS2/70). She continued, “They can do a better job working with the colleges … and
they can focus in on making sure the details are worked out and all of the massive
amounts of paperwork are done in time” (PS2/73). She added, “From the college
perspective, I would tell you it is the exact same thing” (PS2/74). She concluded by
saying, “If we had one contact person here … and they have one contact person—those
two people would begin talking” (PS2/86).
Improve Communication and Program Promotion
By placing one person in charge of the dual credit programs at the college and
secondary schools, most interview subjects felt communications would be improved, and
the college could more effectively promote its dual credit program. One college
respondent stated, “We need to work on this process together. We need to get students
ready for the workforce and whatever they want to do” (PS1/68). He continued as
follows:
If we have one person in charge, then to me, that’s saying we want this
program to grow and be successful. Therefore, this person would have the
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time and energy to go to the different high schools and say this is what we
can do, let’s talk. They could do a better job of that. (PS1/96-97)
Another interview subject at the college expressed a similar opinion by
exclaiming the following:
I think if we have one person that was designated as being in charge of
dual credit and was promoting dual credit and out visiting the high schools
and working with their liaison [at the high school level], I think she would
find that connection and just go…zoom! And I think it would explode at
that point in time. (PS2/75-76)
The idea of a liaison as a means to improve communication was also expressed by
one of the instructors. She stated, “I think there needs to be some type of liaison … or
something between the two” (I2/26). She continued, “I think … [the college] needs to
work … and communicate more … with their teachers so that they’re on board” (I2/28).
With regard to program promotion, one of the college participants stated, “My
recommendation…would be to have more and more communication to get more and
more high schools in our area involved in it as an opportunity” (PS3/68). He continued,
“Getting the communication out there, getting involved and out there with schools that
currently don’t participate in our area would be the best way to ensure more
participation” (PS3/69-70). Another college subject shared a similar opinion by stating,
“I think that better promotion … would help the participation more” (PS2/91). One final
college respondent stated the following:
I think it would be real beneficial if this college, whoever this person is
[that is in charge of dual credit] would meet with either a group of local
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counselors or a group of local principles or superintendents and just have
the initial conversation…about what do you want and what can we to do
help you provide it, and where do you want your programs to go at the
high schools. (PS1/112-113)
Expand Dual Credit Opportunities
In terms of recommendations, interview subjects were unanimous in their desire
to see an increase in dual credit opportunities. At the college level, the first interview
subject stated, “I think … it’s a good opportunity for the right students” (PS1/31). He
continued, “I think the high schools … are very interested in dual credit…. I think the
superintendents are very supportive of dual credit at least in the county schools anyway”
(PS1/99-100). The second college participant stated, “I think they’re wonderful. I think
we need to do more of them” (PS2/99). The third postsecondary subject stated, “It’s a
win-win situation for everybody if we just get more and more high schools involved in
looking at it as an opportunity for their students” (PS3/96). The final interview subject at
the college felt that “it’s a wonderful opportunity for students … to start their college
career, start thinking about what they’re going to do, and get started” (PS4/115).
Likewise, at the secondary level, all participants expressed positive comments
about dual credit and the need to expand offerings. The secondary program administrator
stated, “It works so beautifully” (S1/87). She continued, “[The college is] right here in
our building. We love it” (S1/90). One of the instructors said, “I think I would offer
them … if they [the schools] wanted more and … [the college] wanted more” (I1/37). He
continued as follows:
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I wouldn’t mind seeing them have … a literature course and … maybe a
history course because these kids … they’re ready for … college work and
I think so many seniors get in there and they know they’re going to
graduate and they just take a year off and I think this would get them,
they’re prepared for college, but this would even make them more
prepared for college. And math courses…. A literature course would be
valuable, [and] an introduction to humanities course I think would be
valuable. (I1/38-39)
The second instructor stated, “I wish they’d had it when I went to school or even
my children…. I just think it’s a really … good program for kids to be introduced to
college … and … get their college credit” (I2/36-37).
Underserved Populations and Remediation
Despite the interest in promoting and increasing dual credit opportunities, two of
the interview subjects at the college expressed reservations about potentially offering
dual credit to students who do not meet the required enrollments guidelines such as
underachieving and low-performing students. One respondent stated, “I think it’s a …
good opportunity for the right students” (PS1/31). He continued, “I think … the integrity
… is a big issue as far as how far this dual credit thing needs to go. And of course that’s
from the college point of view—protect the integrity of the courses” (PS1/36). That
being the case, he expressed concern over allowing access to low-performing and
underachieving students who did not meet the minimum admissions criteria for dual
credit classes. He stated, “I think it is a disadvantage to a student if we say you are dual

103
credit ready, and we give you your college credit, and you start off your college GPA
with a D” (PS1/38).
A second interview subject at the college expressed similar concerns. She said, “I
hesitate to say that I would really want to market to at-risk students … for dual credit
because we have some average students who enroll in dual credit and some of those fall
into trouble” (PS4/81). She continued, “If a … [low performing] student is having
difficulty in high school, they don’t need to take a dual credit class because that’s just
going to set them up for even more failure” (PS4/82). She concluded by saying, “They
need the foundation before they enroll in dual credit” (PS4/118).
Despite these concerns, the college is looking at the possibility of offering
remedial dual credit courses to underperforming students. One college respondent stated,
“I think we ought to reach out to these students that are going to be transitional students”
(PS2/100). In an effort to reach out to those students, another college respondent stated
the following:
We’re in the process of thinking about and maybe offering…remedial
reading and writing at the high school level. So that when a student
graduates from the high school they don’t have to come here and take
basic/remedial courses before they’re ready for English 101. So our
English people and our reading people are thinking about offering dual
credit reading course and dual credit English courses at the high school.
(PS1/62-64)
Another postsecondary interview participant reaffirmed the move by the college
by stating as follows:

104
We’ve had some dialog … in offering dual credit transitional education so
that we could find a way to remediate … those students before they ever
got to us, so that they would be able to then be fast tracked right on into
the college level courses the same as … the honors student who has the
appropriate ACT scores. (PS2/52)
The interview subject pointed to an inherent problem in developing a dual credit
remediation program by stating, “Colleges and the high school are uncomfortable with
the fact that they are turning out high school seniors that do not meet basic college level
competencies” (PS2/54). She continued, “It’s a touchy kind of thing, but we do have a
plan in place as soon as a school is ready to do it” (PS2/56).
Grow SEEK
Securing Educational Excellence in Kentucky (SEEK) is a program for students
who live in a county that does not have access to an Area Technology Center. These
students can enroll in 1 of 11 different technical programs at the college during their
senior year at no cost (Document #3). One college interview subject stated, “We don’t
call that dual credit … but it’s basically dual credit … [because] they’re getting high
school credit and college credit” (PS1/126). He continued, “They come here … and take
a vocational program and do their English IV here and next year we’re going to offer
math since they have to have four years of math” (PS1/125). Another college respondent
corroborated this information by stating, “We do teach high school English on campus….
But, other than that, they pretty much stay with us all day and take tech courses” (PS4/56). She continued, “They’ll take some other additional gen. ed. courses, usually math
because they need the math skills to be successful in the technical programs” (PS4/7).
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Currently, 39 students are participating in the program (PS4/2). Students enrolled in the
program generally attend the college full-time during their senior year (PS4/4).
In discussing SEEK, one respondent stated as follows:
We think that program is going to grow…. It’s a really good opportunity
too for high school kids. They can get a year of college at no cost to them
… then they come here for one year—two years they have their associate
degree in welding, plumbing, or automotive technology, or information
technology, or electricity, or whatever. (PS1/137-139)
He continued,
You can make good money, make a good living, be very happy and
successful in that track…. I know when I hire a plumber and I have to pay
him 70 dollars an hour to say ‘you’ve got a leak … and for another 150 I’ll
fix it for you.’ (PS1/141-143)
Another interview at the college extolled the benefits of SEEK by stating, “They
can go to college … get an associate’s of applied science degree in a technical field and
that … is going to increase their living wage tenfold … and there are lots of wonderful
jobs out there” (PS2/93). A third interview subject at the college points to SEEK as “a
different route on the career ladder. It’s, it’s just another opportunity for people, and I
think the more opportunities they have, the better” (PS4/34). She continued as follows:
A 4-year degree is not always the right path for every student…. I believe
… if they can work with their hands and they can learn how to apply math
and learn it … doing it, they can get a job and a lot of those students come
back and get 4-year degrees later. (PS4/30-31)

Discussion and Implications
The intent of this project was to identify the features that promote high
achievement and sustained enrollment of two local dual credit programs that are offered
at secondary schools in conjunction with the local community and technical college.
Ancillary outcomes of the project were to identify additional strengths of these programs
as well as weaknesses and gather recommendations from the interview subjects that
would aid in the development, implementation, and maintenance of future dual credit
programs in the area.
Although the findings appear to indicate that the local dual credit programs do
promote high achievement and sustained enrollment through a variety of means, results
suggest that designating individual dual credit program coordinators at the secondary and
postsecondary levels would improve communication, decrease logistical problems, and
increase the potential for program promotion.
Discussion
In examining features that promote high achievement, participants identified the
admissions criteria for dual credit enrollment, the safeguards utilized to ensure academic
rigor, and instructor traits. Although the KCPE abolished the restrictive participation
criteria for dual credit programs in the state and now allows local school districts and
postsecondary institutions the opportunity to develop their own articulation agreements
(KCPE, 2006a), participants in the study pointed to the obligation for dual credit students
to meet college entrance requirements (PS2/48), self-imposed GPA requirements at the
secondary level (S1/10), and screening by counselors at the secondary level (PS1/54;
PS3/44) as part of the admissions process that ensures high levels of academic
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achievement. The data suggest that the self-imposed GPA requirement and counselor
screening process are vital in maintaining a high level of academic achievement.
With regard to academic rigor, respondents identified SACS requirements for
dual credit instructors, the interview process, and course competencies and student
learning outcomes as key features in promoting high levels of student achievement. As
previously stated, a dual credit instructor must “have the exact same credentials as the
faculty member that would teach on the college campus” (PS2/11). This ensures that the
instructor has the same background knowledge as a regular college instructor. The
interview is done “before an instructor starts a class…to go over what their syllabus look
like and what the expectations are” (PS1/44), and “to make sure the class is the same
class as if they were taking it here on campus” (PS4/27). Lastly, dual credit courses are
expected to cover the same course competencies and produce the same student learning
outcomes as regular college courses (PS2/24).
In examining the dual credit courses, both instructors identified high expectations
and course structure as aspects that promote high levels of achievement. Both instructors
also expressed that they expected high levels of academic performance by their students
(I1/12; I2/6). In addition, both stated that they taught their dual credit courses exactly
like they did their regular college classes (I1/28; I2/10). Again, the data suggest that the
instructor is instrumental in ensuring high levels of achievement.
With regard to sustained enrollment, interview subjects identified the admission
criteria, instructor traits, savings of time and money, and program promotion as key
features of the dual credit programs. Although the KCTCS has lowered its admission
criteria for dual credit as a means of boosting enrollment (PS1/53), the interview subjects
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identified the quality of students being selected for dual credit and the academic success
these students experience as a major reason for the sustained enrollments of the programs
in the study. As the secondary program administrator stated, “If they were making C’s or
D’s, that would kill it” (S1/118).
As with admissions criteria, the instructor’s demeanor was also indentified as
being a vital aspect of ensuring sustained enrollment. Respondents stated that the ability
of the instructor “to relate with the kids and still challenge them” (S1/119) was
instrumental in improving enrollment in dual credit courses. Interview subjects also
stated that an instructor with a stern demeanor would negatively impact enrollment
(S1/115; I2/32).
Interview subjects cited the savings of time and money that result from
participation in dual credit courses as one of the major factors that promote sustained
enrollment in the local dual credit courses. Tuition for dual credit courses through the
college is 50% of the regular tuition (PS1/74; PS4/88). In addition, students who take
dual credit courses earn both high school and college credit at the same time (PS3/30)
and thereby eliminate academic redundancy when they actually go on to college.
Although the college does not promote the dual credit programs, the counselors at
one of the secondary schools push the dual credit programs (S1/66, 69). In addition,
respondents also cited student-to-student communication as a means of program
promotion that ensured sustained enrollment (PS3/39; S1/117).
In pointing out the strengths of the local dual credit programs that were not
already identified as features that promote student achievement and sustained enrollment,
respondents pointed to collaboration, student development, and accessibility as strong
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points of the programs. In addition, some participants also pointed to the transferability
of credit and the fact that transportation was not required as additional strengths.
Although communication was also identified as a weakness of the dual credit
programs, several participants felt that after the initial upstart the collaboration between
the secondary and postsecondary institution was a strength of the program. In particular,
respondents pointed to the interaction between the counselors at the high school and the
college (PS2/39; PS3/21).
Besides saving time and money, several interview subjects also mentioned
additional benefits that students garner as strengths of the programs. Specifically,
respondents mentioned that students are academically challenged during their senior year
(PS2/9; PS3/10; PS4/36,117). In addition, subject also felt that dual credit students were
more mature and better prepared for college (S1/132; I1/45).
Participants also cited student accessibility to services as another strength of the
local dual credit programs. Dual credit students are afforded access to all of the services
that are available to any regularly enrolled student at the college (PS1/71; PS3/57). Such
services include access to counseling, tutoring, media services, and computer usage. In
addition to the on campus services, the college has also attempted to reach out to those
students who do have access to on campus services through such means as interactive
television (PS2/37; PS3/22) and online services (PS3/80-81).
In addition to the above-mentioned strengths, interview subjects also pointed to
the transferability of credit and transportation as other strong points of the programs.
Two respondents stated that all dual credit courses were transferable to any other state
supported postsecondary institution (PS4/45; PS3/31) while two other participants
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pointed to the fact that transportation is not an issue because the courses are delivered at
the high schools so additional transportation is not necessary (I2/12; S1/90).
In identifying barriers to the dual credit programs, respondents cited the
organizational hierarchies at the college and high schools, communication, difficulties
finding qualified instructors, logistics, costs associated with tuition and books, issues
related to remediation, and competition. Without question, barriers related to the
organizational structures at the college and secondary schools and communication were
the greatest concerns of the respondents. Currently, three to four people at the college
deal with dual credit (PS1/18), and the college has not identified anyone to head the
program (PS1/11-12). According to two of the respondents, the high schools also have
multiple people dealing with dual credit (PS2/70; PS4/104). As a result of these fractured
organizational structure, communication suffers. As one respondent stated, “When you
get 14 people involved in the process, a lot of times the information gets convoluted or
just turned completely around” (PS2/71).
Other major concerns relate to logistics and securing qualified instructors. With
regard to logistics, postsecondary respondents expressed concerns over getting paperwork
in on time (PS3/15; PS2/74) and the need to provide dual credit in a cost effective manner
(PS2/13; PS1/107-108). At the secondary level, the program administrator referred to
issues such as coverage, staffing, space as barriers to the program (S1/31,105-106). Like
logistics, staffing was a problem that was identified by respondents at the secondary and
postsecondary level (PS2/10; PS4/17; S1/102).
In addition to the barriers addressed above, respondents also referred to tuition
costs, issues related to remediation, and competition as other barriers to developing and
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implementing dual credit. With regard to costs, one participant specifically mentioned
the challenge that students of low-income households might face even though the courses
are offered at a reduced rate (PS2/78-79). Continuing along similar lines, the same
respondent felt that the lack of access to dual credit by underachieving students was a
barrier to the programs (PS2/82-83). Lastly, a couple of interview subjects identified
competition from other dual credit programs (PS/85), alternatives to dual credit (PS3/91),
and a lack of interest in providing dual credit (PS4, 115) as other obstacles to the
programs.
In making recommendations to improve area dual credit programs, respondents
identified the need to streamline the organizational hierarchies of the dual credit
programs, improve communication, and develop more dual credit opportunities for area
students. In addition, respondents also expressed a need to improve access to
underserved populations and promote SEEK.
Subjects at the college expressed the need to designate one person at the college
as the dual credit coordinator (PS1/91-92; PS2/74; PS4/22). In addition, subjects at the
college also felt that the high schools would benefit by identifying one individual to head
the program (PS2/70; PS4/104). By placing one person in charge of the dual credit
programs at the secondary and postsecondary levels, most interview subjects felt that
communication would be improved substantially and the programs could function more
efficiently (PS1/96-96; PS75-76). In addition, respondents felt that a single coordinator
could do a better job promoting the program and could, thereby, increase the number of
students who participated in dual credit (PS2/91; PS3/69-70).
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Despite the reservations expressed by some of the postsecondary respondents
about offering dual credit to underachieving students (PS1/38; PS4/82), the college is
looking into developing remedial programs for low performing students (PS1/62-64;
PS2/52). In addition to developing the remedial programs, three of the college interview
subjects extolled the benefits of SEEK and suggested it as a viable alternative to the
current dual credit offerings at the college (PS1/137-143; PS2/93; PS4/30-31).
Implications
After reviewing the collected data, three central themes emerge that have bearing
upon both current and future dual credit programs in the area. These themes are to
establish a dual credit coordinator to improve communication, logistics, and program
development; to expand offerings in schools that already offer dual credit as well as
initiate programs with new schools to offer dual credit; and to ensure that the quality of
the programs is maintained.
First, and foremost, if the college and local secondary schools are seriously
committed to offering quality dual credit programs to area students, institutions at both
levels must designate a dual credit coordinator who handles all aspects of the program.
At the college level, this should be a full-time position. At the secondary level this
position could be an additional role assumed by a counselor. The elimination of a large
bureaucracy at both institutions would improve communication and the flow of
paperwork between and within the institutions. In addition, logistics would be improved
because decisions affecting dual credit could be made more efficiently.
Secondly, in addition to improving communication, the dual credit coordinator at
the college could more effectively promote the program in the surrounding communities
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and high schools in the college’s service area in order to develop programs with
secondary institutions that do not currently offer dual credit. In addition to promoting the
dual credit classes offered at the secondary schools, the college coordinator could also
promote the SEEK program that is offered at the college. Likewise, secondary program
coordinators could more efficiently promote their programs within their respective
schools, and thereby improve participation.
Finally, in increasing participation and expanding offerings, the college must
work to ensure that the academic rigor and the quality of the dual credit courses are
maintained. As one respondent stated, “I think it’s important for colleges to maintain
standards and expectations of those students and the integrity of the course and the
integrity of what the college is trying to do” (PS1/32). He continued, “The bottom
line…is when a student completes dual credit, they know the information so they can be
successful at the next program, next class, next college” (PS1/120). In particular, the
postsecondary program coordinator will need to work with the division chairs at the
college as well as the secondary program administrators to identify and secure potential
instructors who have the necessary qualifications to teach dual credit courses. The need
to locate and secure quality dual credit instructors and maintain course integrity is vital if
the local community and technical college continues to develop its remedial offerings to
local underachieving students.
Relation of Findings to Relevant Literature
In examining the findings, participants addressed issues that relate to the barriers
to postsecondary enrollment as well as several of the major barriers and benefits of dual
credit education that have been identified in previous research. The following sections
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will examine how the findings of this study relate to the previous research identified in
the literature review.
Barriers to Postsecondary Enrollment
In examining relevant literature, three main barriers to improving postsecondary
enrollment were identified in the literature review: senior slump, underserved
populations, and cost deterrents. Adelman (1999) found that the academic rigor of a
student’s secondary education was the greatest predictor of that student’s academic
persistence and degree completion in college. Previous researchers also point to
academic rigor as a benefit of dual credit education that combats the senior slump
(AASCU, 2002; Andrews, 2004; Boswell, 2001; ECS, 2001; Greenburg, 1989). In
addressing issues related to the senior slump, several of the participants in this study
emphasized the importance of maintaining the academic rigor of the courses (PS1/32;
PS2/11-33, PS3/36-38; PS4/68-69) and pointed to the fact that the dual credit courses
challenge students during their senior year (PS2/9; PS3/10; PS4/117).
Second, with regard to underrepresented and underprepared students, respondents
at the college stated that they were in the process of developing remedial programs for
underprepared students so that they could enter college and be on track with their peers
who did not require remediation (PS1/62-64; PS2/49-56, 82-84, 92-93, 100-103).
Previous research suggests that students who do not require remediation in college have
significantly higher degree attainment rates than those students who need remediation
upon entering college (Adelman, 1999). In addition, a study by the KCPE (2006b) also
suggests that remediation at the secondary level would improve persistence rates for
minorities.
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In addition to developing a remedial dual credit program, the college in this study
has attempted to deliver dual credit to underserved rural populations that do not live
within close proximity of the college via interactive television (PS2/37; PS3/22). This
method of delivery is similar to that described by Gertge (2008). In addition, Boswell
(2001) and the ECS (2001) point to dual credit as a means of providing greater academic
opportunities to rural students.
Third, according to the APA (2007), tuition increases have hindered the ability of
Kentuckians to afford postsecondary education. In 2008, average tuition costs at 2-year
institutions in Kentucky were higher then any other SREB state and 45% higher than the
national average (SREB, 2009). In addition, the ECS (2001) identified tuition costs as a
barrier to low-income students. By reducing tuition costs for local dual credit courses by
50% (PS1/16; PS4/44, 88), the issue of affordability has been addressed by the college, at
least in part. Also, those students who choose to participate in the SEEK program pay
nothing for the dual credit courses taken through the college (PS1/138, Document #3).
By providing dual credit opportunities to local high school students at a reduced
rate and by attempting to reach underserved rural students, the college is addressing all
three of the major barriers to postsecondary enrollment that are identified in the review of
relevant literature.
Dual Credit Barriers
In examining the findings, participants addressed several of the major barriers of
dual credit education that were identified in the literature review. In particular,
respondents spoke to the barriers related to faculty qualifications and course quality,
enrollment restrictions, transferability, and dissemination of information.

116
Although Boswell (2001) and the AASCU (2002) identify the quality of programs
being offered and qualifications of secondary educators to teach postsecondary courses as
major concerns, the interview subjects considered the safeguards in place to ensure the
academic rigor of the dual credit courses to be a particular strength of the program.
Teachers must meet the SACS requirements for teaching at the college level. In addition,
teachers must go through an interview process where expectations are reviewed. Lastly,
teachers are expected to cover course competencies that are demonstrated through student
learning outcomes (PS1/43-47; PS2/11-33). This appears to address the concerns that
Chapman (2001) expresses over faculty qualifications that he feels must be tackled in
order to develop a quality dual credit program. With regard to instructors, the only
concerns that were expressed were actually finding enough qualified instructors to teach
the dual credit courses (PS2/10; PS4/17).
In addition to concerns about course and faculty quality, Boswell (2001) and the
AASCU (2002) point to issues related to enrollment restrictions and course transferability
as other potential problems with dual credit. While the interview subjects stated that the
KCTCS and CPE had lowered the enrollment criteria for dual credit, a couple of
respondents stated that the college encouraged high school counselors to pick only those
students who might be successful as candidates for dual enrollment (PS1/53-54; PS3/4447; S1/8-9). In addition, one subject stated that the secondary school implemented and
self-imposed GPA requirement for admissions into dual credit courses (S1/10). While
the counselor selection process and self-imposed GPA requirements appear to ensure
high levels of achievement, these enrollment criteria do appear to be exclusionary. With
regard to transferability, two interview subjects stated that all dual credit courses are
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transferable to any state supported postsecondary institution (PS3/31; PS4/14-15, 45).
Welsh et al. (2005) confirm these assertions.
Based upon previous research, a major obstacle to the implementation of dual
credit programs is the availability of information (ECS, 2001). Although interview
subjects identified the delivery of information as a problem with the local dual credit
programs, the respondents felt that designating dual credit coordinators at the secondary
and postsecondary level would alleviate this problem. Respondents asserted that
information regarding dual credit could be distributed more effectively and efficiently if
one person was in charge of each program (PS1/90-97; PS2/70-76; PS3/11-14; PS4/9899, 104).
Dual Credit Benefits
In examining local dual credit programs, the respondents addressed topics related
to savings of time and money as well as communication and collaboration that were
identified in previous research as being benefits of dual credit education. While research
indicates that tuition costs are a barrier to postsecondary enrollment (APA, 2007; ECS,
2001), interview subjects universally pointed to the savings of time and money that are
afforded those students who choose to participate in dual credit (PS1/33; PS2/7;
PS3/8,30; PS4/14). As previously stated, tuition for dual credit courses is 50% of the
regular cost of tuition (PS1/16; PS4/44, 88). Thus, local dual credit students are able to
earn high school and college credit at the same time at a reduced rate. The assertions by
the respondents are corroborated by several previous studies that suggest that dual credit
saves time and money by reducing academic redundancy and lowering the number of
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courses that students have to take in college (AASCU, 2002; Boswell, 2001; ECS, 2001;
Greenburg, 1989).
Another benefit of dual credit education identified by researchers is improved
communication and collaboration between the secondary and postsecondary institutions.
Researchers indicate that this improves the academic rigor that is needed to combat the
effects of the senior slump (AASCU, 2002; Boswell, 2001; ECS, 2001; Greenburg,
1989). Although interview subjects felt that academic rigor of the courses was sufficient,
many of the respondents expressed the need to have one individual at the secondary and
postsecondary levels designated as a dual credit coordinator. Participants felt that in
doing this, communication and program promotion would be improved immensely
(PS1/112-117; PS2/70-76; PS3/11-12, 15-16, I2/25-28).
Personal Reflections upon Contributions to Professional Practice
In reflecting upon my experiences in completing this project and the knowledge I
have gained through researching local dual credit programs, I feel that I have grown
substantially both professionally and academically. In the process of carrying out this
research, I have been able to reconcile my need to feel professionally productive with my
desire to learn. I feel that I have produced a useful study that will be beneficial both to
those who wish to improve current local dual credit programs as well as those who might
be interested in developing new programs in the future.
To Professional Growth
With regard to my professional growth, I feel that I have developed a much
deeper understanding of the background and growth of dual credit education in Kentucky
and the roles of the Kentucky Council on Postsecondary Education and the Dual Credit
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Task Force in developing these programs. I now feel more than ever that dual credit
education is of the utmost importance in ensuring a high quality of life for the vast
majority of Kentuckians in the future. With that in mind, I would like to not only
continue research in the field of dual credit education, but also become an active
participant in the promotion, implementation, and development of these programs in the
local area and Kentucky as a whole.
To Research Understanding
As a result of completing this project, I feel that I have a much deeper
understanding and appreciation of this type of research. I found the readings I did on
qualitative research to be informative and insightful. Through the literature I gained a
much better understanding of the methods utilized to instill trustworthiness through such
means as member checking, journaling, peer debriefing, and maintaining an audit trail.
The readings in conjunction with actually constructing this research project enabled me to
gain a more thorough comprehension of how to construct worthwhile qualitative research
that will only be heightened as I continue to do this type of inquiry.
In particular, I found the processes of gathering the information for the literature
review and from interview subjects, writing the literature review, and coding extremely
worthwhile in not only developing my understanding of the topic but also developing my
understanding of how to assimilate such a vast multitude of information into a
meaningful and coherent structure. As a result of completing this project, I now feel
much more confident in my abilities as I look to pursue the next step in my educational
development, a Doctorate in Higher Education Administration.
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Topics for Further Investigation
In the course of completing this project, several potential issues warrant further
investigation. Looking to the future, the potential for research exists regarding the
following topics:
1. An investigation into the effectiveness of secondary dual credit instructors
versus postsecondary dual credit instructors. In the course of this study, the
postsecondary instructor felt it was to his advantage to come into the schools
versus a high school instructor who taught dual credit at the school (I1/46-50)
while one of the college respondents felt that “dual credit faculty are stronger
when they are high school faculty because they are used to dealing with that
population of students” (PS2/96).
2. An investigation of participation rates at secondary schools that weight grades
in dual credit courses versus schools that do not weight grades.
3. An investigation into the financial aid options available to dual credit students
at other institutions both in the state and nationally.
4. A longitudinal study of the effectiveness of SEEK as a means of enabling
students to successfully transition from school to the workplace.
Summary
Dual credit has been identified by the KCPE as a means of increasing the number
of students pursuing postsecondary education and thereby improving the quality of life
for Kentuckians. By abolishing the restrictive participation criteria the KCPE had
established for dual enrollment programs and allowing local districts and postsecondary
institutions the opportunity to develop their own articulation agreements regarding dual
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enrollment (Kentucky Council on Postsecondary Education, 2006a), community colleges
such as the one in this study now serve many Kentuckians as a point of access for higher
education (Welsh et al., 2005).
The intent of this study was to identify those characteristics that promote
achievement and participation in local dual credit programs. In addition, interview
subjects were asked to identify additional strengths and barriers in the local dual credit
programs as well as provide recommendations for the development and implementation
of future programs. After conducting the research, the overriding themes that emerged
were the need to designate a single dual credit coordinator at both the college and the
high schools to improve communication, the desire to increase participation in the
existing programs while expanding the program to area schools that do not already
participate in dual credit, and the need to maintain the quality and academic rigor of the
courses.
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